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This project is a collective work. It became what it is through: my known and unknown 
ancestors; the incredible nurturity I received from my parents; my brother who unknowingly 
inspires me, especially when I am lost; and through the positive relations I have and still do 
receive. Warmth, love, and gratitude are the closest words that describe my honor to know those 
who give me spirit—especially Land, which refreshes my body. Lastly, I am grateful to the 
graduate program where I have received beautiful knowledgescapes that foster my work towards 
collective liberation. Specifically, on the last leg of this journey, thank you Jessie Blundell, Tim 
Monreal, and Monisha Bajaj for imparting your time on this work. To close, this work has: the 
past generations, present, and future generations guiding this project. Thank you, and I hope to 
serve you in some capacity, as you have served me.   
ABSTRACT 
Social Studies education throughout the United States sustains settler futurity, white 
supremacy, and coloniality, as it rarely engages with Black, Indigenous and People of Color 
(BIPOC) hxstories and structural violence. For middle schoolers, this is especially troublesome 
as social justice pedagogies are minimal for this demographic. To shift this, this field project 
offers an 8th grade decolonial Social Studies curriculum on 19th century U.S. Westward 
colonization; this topic was intentionally chosen as it is an opportunity to disrupt settler 
epistemologies. It centers: Land; relationality; and collective liberation. It complements the 
California unit 8.8 standards, yet different grades, subjects, and states can utilize the curriculum. 
Further, BIPOC students and intersectionality are centered, which transforms the schoolhouse to 
serve all learners. Through this decolonial curriculum, students can engage with hxstory from the 













After the American Revolution, an imagined community for the newborn nation was 
invented by those in power. People began to value schools as a vehicle for disseminating 
American values and for Americanizing students (Smith et al., n.d.). In the late 19th century, 
hxstory1 as a subject gained notice. Soon, Social Studies would appear on the national arena due 
to the Commission on the Reorganization of Secondary Education (CRSE), which aimed to 
reform secondary education on a national level. A subcommittee of the CRSE was the Social 
Studies committee, which included its recommendation that Social Studies was meant to nurture 
social well-being, transmit American ideals, and create productive citizens (Lybarger, 1983). 
This report was based on the model employed by the Hampton Institute in Virginia, which 
worked to “Americanize” Black and Indigenous-identifying people. The Hampton model used an 
exploitative curriculum that urged students to recognize a race-based social hierarchy and to 
value a capitalistic work ethic. This hxstory is pertinent to explore, as Social Studies has the 
potential to be a site of transformation, yet often reproduces neocolonial hierarchies and systems 
of oppression. 
Statement of the Problem 
In the United States, Social Studies classrooms are often sites of coloniality. Specifically, 
they reproduce settler futurity—the micro and macro ways settler colonizers secure present and 
future domination over stolen Indigenous Land—which inherently neglects and dismisses Other 
 
1 Hxstory is used instead of the traditional word ‘history’ to breakdown the hegemonic storying of hxstory, that 
centers men, particularly white men. Rather, through the written word, hxstory forces readers to consider alternative 
genders, sexualities, and peoples who have lived and continue to impact the present and yet-to-come.  
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knowledgescapes.2 Social Studies curricula, pedagogy, and classrooms often prioritize hxstory 
that promotes white3 supremacy and colonial actualities and mentalities (Calderon, 2014). Given 
that Social Studies is a tool of settler colonialism, it is important that it becomes decolonized as it 
contributes to upholding unjust educational praxes (Calderon, 2014, pp. 314-315).  Due to the 
colonialist curriculum and educational infrastructure, Social Studies education requires a re-
imagining and restructuring (Fregoso Bailón, 2019; Dominguez, 2019; Fernandez, 2019). This is 
especially true in the middle school context, since the more mainstream ‘social justice pedagogy’ 
hardly exists, as teachers do not have the will or educational support to acquire such praxis 
(Monreal, 2019).  
This is partially due to a lack of pre-/in-service teacher education on the topic of 
decolonization; for this and other reasons, most teachers do not hold a critical decolonial praxis 
(Fregoso Bailón, 2019; Dominguez, 2019; Fernandez, 2019). Again, this is not surprising, as 
social justice education at the middle school Social Studies level is not frequent due to a lack of 
pre-/in-service teacher education (Monreal, 2019). Given this field project focuses on this 
specific demographic, this is essential to note. Like decolonial teacher education, social justice 
pedagogies are not a forethought for incoming teachers, and hence, teachers easily maintain the 
colonial project.  In order to remedy this, teachers must be given the opportunity to learn a more 
 
2 A knowledgescape is an individual’s or group’s continual library of experiences that impact how they navigate the 
world, which is founded upon their cerebral framework in how they engage with Others. 
3 This field project defies the American Psychological Association’s racial and ethnic capitalization for the term 
‘white.’ Hence, the ‘w’ in white is not capitalized (this includes its various forms and contexts, such as whiteness, 
white supremacy, etc.). This is intentionally done, as systems of structural violence have, are, and continue to be 
perpetuated by white colonial epistemologies and ontologies. Given this decolonial project centers Land, equity, and 
collective liberation, to lowercase an oppressive culture is my speak-back. Especially as this project centers BIPOC 
learners, it is visually agentic to defy violent forces through the written word. While it may be acceptable in the 
future to capitalize the ‘w,’ at this moment in life, it simply reinforces the hegemonic order. Simply, words are a 




nuanced and destabilizing pedagogy that seeks to transform their practice with decolonial 
pedagogy. 
 In addition to this, teachers face various other challenges such as a lack of 
administrative, community, and curriculum support, that impede the decolonization of their 
classrooms (Agarwal, 2011; Chandler, 2006; Valdez, 2015).  For instance, both Chandler (2006) 
and Valdez (2015) brought critical curricula into the classroom yet felt not supported by their 
administration. Or, the high-stakes testing culture forces teachers to balance teaching-to-the-test 
while simultaneously bringing ‘justice’ into the classroom (Agarwal, 2011). To resolve this, 
according to Fregoso Bailón (2019) and Dominguez (2019), both teachers and school systems 
require an ontological and epistemological shift that de-centers whiteness and coloniality and re-
centers currently marginalized intersectional identities. In order to reimagine and restructure 
Social Studies, this kind of deep decolonial ontological and epistemological transgression is 
necessary.  
Background and Need 
Fortunately, certain authors in the field have begun to explore the reimagining of Social 
Studies.  Many of these authors are practitioner researchers reporting on their own experiences as 
teachers.  For example, Dominguez (2018) recommends the use of teatro, in which students 
confront and role play difficult experiences that destabilize coloniality. Fernandez (2019) 
explores the provision of decolonial professional development that values solidarity building. 
Chandler (2006) and Valdez (2015) explore the benefits of internal and external support systems 
for teachers who wish to decolonize their classrooms, and Chandler, (2006) examines different 
ways to garner community and administrative support for decolonizing Social Studies 
classrooms, as well as the need for being knowledgeable about state and district mandated 
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curricula and textbooks that may require teachers to restructure their teaching in order to follow a 
decolonial agenda. It must be noted that only Valdez (2015), Dominguez (2018), Halagao 
(2010), and Fernandez (2019) distinctly utilize the term ‘decolonial’ in regards to a decolonial 
praxis, whereas the other practitioners do not specifically use the word ‘decolonial’ associated 
with a decolonial pedagogical praxis. This is critical to underscore, as naming a decolonial 
pedagogical praxes is important to combat coloniality. Yet, through the literature, only a handful 
of authors employed the terminology decolonial praxis; this illuminates the ontological linguistic 
depravity of decolonial jargon. Given how words lead to liberation, it is key for critical 
practitioners to engage with decolonial terminology. 
According to these problem-solving practitioner-researchers, the U.S. education system 
can revitalize, reimagine, and restructure its Social Studies programs, to make them critical and 
decolonial. In doing so, Social Studies has the potential to destabilize western-centric 
epistemologies and re-center marginalized voices. From this, students can understand the 
complexities and nuances from an intersectional lens that may shift their engagement with 
Others.  This may, in turn, radically alter power imbalances while crafting new equitable 
systems. However, making this a reality is difficult due to the present state of education and 
Social Studies in particular. Currently, Social Studies is a space that often reproduces coloniality.  
While there are several bodies of scholarship that explain this and propose solutions, there still 
exists a gap in decolonial curricula in public schools, especially at the middle school Social 
Studies level. Hence, this study seeks to fill this void in order to destabilize and disrupt settler 





Purpose of the Project 
 The aim of this field project is to create a decolonial curriculum, for unit 8.8, for 
California 8th grade middle school Social Studies teachers interested in decolonial pedagogical 
praxes. The curriculum created is titled: 19th Century U.S. Westward Colonization, a Curriculum 
for Us. Further, the unit covers U.S. westward colonization across twelve days, sixty minutes per 
class. This is relevant to the present ethnic studies battle in California, where Governor Gavin 
Newsom vetoed a bill that would require all high students to take an ethnic studies course. 
However, just a few weeks ago in March, the controversial K-12 ethnic studies framework was 
approved, which is a guide for schools that choose to have ethnic studies courses (Agrawal, 
2020; Agrawal, 2021). Hence, this project can offer further support for teachers who seek to 
decolonize their classrooms. Yet it must be strongly underscored that decolonial pedagogies are 
not magically inherent in ethnic studies. While ethnic studies can hold certain aspects of a 
decolonial pedagogy, they do not necessarily hold the central elements of a decolonial praxis. 
These are, yet not limited to, a focus on: Land; equity; justice; collective liberation; and 
nurturity. Other key aspects of a decolonial praxis, is that it is intersectional, learner-centered, 
and holistic.  
This field project is a response to the colonial curricula offered by the state of California. 
While there are some intersectional standards for unit 8.8, there is not a critical, robust 
engagement with hxstory where it relates to the present-and-yet-to-come. Further, disrupting 
settler futurity, centering BIPOC hxstories, and equity are not key objectives of the state. 
Moreover, there are few organizations that provide free decolonial instructional material for 
teachers who seek to transform their classrooms. The three well-known sources teachers can 
locate critical material and/or resources are: The Zinn Education Project, Learning for Justice, 
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Teaching for Change, and Rethinking Schools. Further, even these resources can be neglected, as 
teachers must expand valuable energy on ‘decolonizing’ their classrooms. Instead of living in a 
supportive, critical educational environment, teachers must spend precious time—amidst the 
daily realities of teaching—finding ways to bring equity into the classroom. This is completely 
unacceptable, as it is the responsibility of school districts/states/nations to provide a holistic 
curriculum for educators. Hence, this project passionately adds to the new and growing 
conversation on how middle school teachers can disrupt coloniality and combat western 
hxstoricity, and contribute to decolonial pedagogical praxis that acknowledge the importance of 
Social Studies, especially at the middle school level. 
This education chasm in schools is simply a product of the larger ecosystem that centers 
the hegemonic, normative culture. This ‘culture,’ the U.S. culture, and other nation-states, is that 
which values and center white ontologies and epistemologies. Hence, it is unsurprising there is 
minimal curriculum support for teachers in their schoolhouses, and, on the macro stage, where 
curriculum is created. Given the current global moment we exist in, it is pertinent we seek to 
abolish its exploitative, unjust, and harmful practices. To start, education can be as space that is 
inclusive, holistic, and values collective liberation.  
 This project consists of three key steps when creating the decolonial curriculum. Step 
one, is researching the existing framework for hxstory-social science in California to understand 
what the state aims for students to grasp. The second step is to find what critical and/or 
decolonial curricula exist already. The third step, is to create a new curriculum for specific units 
at the 8th grade level, unit 8.8, discussing U.S. 19th century westward colonization. By following 
this process, the project seeks to craft a curriculum that holds a decolonial pedagogical praxis 
that center BIPOC and counter-narratives that are (un)intentionally visibilized. To make a further 
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impact, the goal is to disseminate the curriculum and to pre-/in-service middle school Social 
Studies teachers.  
Theoretical Framework/Rationale 
A triad of three pedagogical approaches will be used to frame this field project. These 
include decolonial pedagogy; Red Pedagogy; and Land-based education. Decolonial pedagogy 
critiques the present state of neointernal colonialism, which perpetuates coloniality and systems 
of oppression (Tejeda et al., 2003).  Red Pedagogy articulates an indigenized epistemology and 
recommends engagement between Indigenous and non-Indigenous peoples in the service of 
systemic change (Grande, 2004).  Land-based pedagogy recognizes the hxstoricity that Land 
holds and recognizes the impact of settler colonialism (Tuck et al., 2014). Together, these three 
theories will provide the theoretical framework for understanding the literature in Chapter Two 
and will be used in Chapter Four to frame the discussion of this field project. They provide a 
framework for understanding why it is important to decolonize middle school Social Studies 
classrooms that reproduce systems of inequity. The ways in which these three pedagogies 
interrogate and problematize traditional Social Studies, and call for transgression, will be 
discussed in further detail in Chapter Two. 
Significance of the Project 
This field project may be of interest to all engaged in the public education system: 
students, families, teachers, professors, administrators, practitioners of education, authors of 
education policy, and researchers in the field of education. It may hold significance for Social 
Studies educators because it provides a concrete curriculum and a framework of what a 
decolonial praxis is, and how it can be implemented in the classroom. Further, it will likely 
outline challenges educators encounter within the neocolonial system, and may provide tools to 
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overcome these constraints. In addition, this field project may also interest curriculum developers 
because it may illustrate a rationale for reimagining Social Studies curricula by centering 
intersectional and invisibilized knowledgescapes. It may also hold significance for school 
administrations who wish to support the design and implementation of decolonialized Social 
Studies curricula and praxis. Finally, this project may be important to education policy makers 
who wish to engage in a critical reflection on the purpose of education, and how it can become 
part of a transformative system that creates space for all complexities and nuances, leading 
towards collective liberation. 
 
Definition of Terms  
Below are key definitional terms employed throughout the study.  
● Coloniality: The present reproduction of colonial systems and cultures that center 
western epistemologies, ontologies, and axiologies [see Tejeda et al. (2003) and 
Grande (2004)]. 
● Culturally inclusive/multicultural education: A pedagogical praxis and curriculum 
that centers the diversity of its students and their intersectional identities. 
However, this model can reinforce Otherization, racism, and coloniality as it can 
superficially discuss race and aims to assimilate youth to whiteness.  
● Indigenous futurity: A non-linear relational and spatial conceptualization and 
actualization of time that engages with future-making on different temporal-
spatial paradigms. Futurity exists in constant relation with the past, present, and 




● Knowledgescape: an individual’s or group’s continual library of experiences that 
impact how they navigate the world, which is founded upon their unique 
framework in how they engage with Others. 
● Land: Land is capitalized, as it is a form that holds memories, emotions, and 
relationality with Others who walk on it. When ‘land’ begins with a lowercase ‘l’, 
it denotes the exploitative-western style of relating to Land, where it is viewed as 
an object for human consumption [see Literacies of Land for an in-depth 
explanation of why Land is capitalized (Styres, 2019)]. 
● Neointernal colonialism:  The present state of coloniality in today's time, which 
differs from the colonial period during the 17th-19th centuries. Today, colonial 
rulers are guised as nation-states, capitalism, white supremacy, and other 
oppressive systems of domination. This global hegemony has colonial origins 
that: are white-western centric; values individualism, consumerism, and 
domestication; and is characterized as able-bodied and heterosexual. 
Intersectional identities and modalities that operate outside the western-centric 
hegemony faces challenges. In this paper, the term neocolonialism represents this 
definition of neointernal colonialism [see Tejeda et al. (2003) and Grande (2004) 
to learn more]. 
● Nurturity: A state of being where one is supported, cared for, and loved by 
individual(s), Others, and/or system(s). 
● Other: The term Other means anyone who is not the person or persons under 




● Pedagogy: The epistemological makeup of educator’s view on the process, 
practice, and purpose of teaching.  
● Pedagogical praxis: The amalgamation of an educator’s epistemological concept 
of teaching that is actualized in the classroom that is influenced by theory.    
● Praxis: The combination of theory and practice that is actualized. 
● Settler colonialism: The act of colonizers creating their own society (e.g. the 
United States) in a foreign land which people already occupied, such as 
Indigenous peoples in the United States. Settlers seize the land and displace the 
local population and invent the rightful domination over that land, compared to its 
first inhabitants [see Project Change and The Center for Assessment and Policy 
Development (n.d)].  
● Settler futurity: A linear relationship with the future that engages in the erasure, 
eradication, and confinement of Indigenous peoples in order to sustain and 
perpetuate settler epistemologies and domination over Indigenous land [see 


















REVIEW OF THE LITERATURE 
Introduction 
The claim of worth for this literature review is that decolonial pedagogies in U.S. middle 
school Social Studies classrooms are important to employ, as they may equip learners to 
comprehend and navigate coloniality, and begin to dismantle systems of oppression. Three 
bodies of scholarship justify this claim and include discussion of the (a) hxstory and evolution of 
Social Studies and present coloniality; (b) existence of impactful pedagogies; and (c) scholarship 
that reimagines the teaching and learning of hxstory and Social Studies. Decolonial 
epistemologies can be used to frame this body of scholarship.  Side by Side reasoning is used to 
connect these pieces of reasons because the literature includes different authors, theorists, and 
studies.  A visual representation of the logic equation is as follows:  R1, R2, R3∴C (Machi & 
McEvoy, 2016, p. 91). Boiled down, a side-by-side reasoning rationale collects a variety of 
sources that demonstrate the same conclusion/point. In this project, the diverse literature leads to 
underscoring how colonial the school system is and the need for decolonial pedagogies inside the 
classroom. This is demonstrated throughout the literature review.  
Theoretical Framework: Decolonial Pedagogical Praxis 
Decolonial pedagogical praxis claims that pedagogies must recognize the present state of 
neointernal colonialism, which perpetuates coloniality and systems of oppression. Further, this 
praxis centers the experience and knowledge of Indigenous and non-Indigenous peoples of color 
while destabilizing coloniality. This section includes a brief hxstory of the decolonial 
pedagogical praxis which includes Tejeda et al.’s (2003) original scholarship describing the core 
elements of a decolonial pedagogical praxis. It also includes the work of Grande (2004) who 
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illustrates what a Red Pedagogy is, which is part of a decolonial framework. Grande centers 
indigenized epistemologies and narrates the engagement between Indigenous and non-
Indigenous actors working towards systemic change. This section ends with a discussion of 
Land-based pedagogy that describes the importance of teaching and recognizing the hxstoricity 
that Land holds, between the past-present-and-future which recognizes the impact of settler 
colonialism (Tuck et al., 2014). Further, Land-based pedagogy encompasses a deep relational tie 
to Land, which communes with a decolonial epistemology and ontology too.  This progression of 
thought is important because it demonstrates and expands key elements of a decolonial 
pedagogy: relationality, equity, and Land.  These three theories will provide the theoretical 
framework for understanding the literature in the remaining sections of this chapter and, in 
Chapter Four, will be used to understand the discussion of this field project.  
A Decolonial Pedagogical Praxis 
Tejada et al. (2003) define decolonial pedagogical praxis in the United States educational 
context, centering the experiences and knowledge of working class Indigenous and non-
Indigenous peoples of color. They depart from the conventional social justice praxis which: 
calls for social reform that ignore the racial and cultural dimensions of the social injustice 
we inherit from our colonial and capitalist past; at worst, they are calls for a more socially 
equitable (i.e. racially and ethnically diverse) participation in the existing structures of 
domination and exploitations. (Tejada et al., 2003, p. 1) 
Thus, a ‘just’ decolonial pedagogical praxis requires an explicit interrogation of the 
structural violence of coloniality and also builds new systems rooted in holistic liberation. 
According to the authors, within this process, a transformation occurs, which is why it is a 
pedagogical praxis, as it concretizes the abstract. Key elements of a decolonial pedagogical 
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praxis, as defined by Tejada et al., are anti-capitalistic, de or anti-colonial, anti-racist, anti-
homophobic, and against other violent assaults upon Others and Land. To clarify, this means that 
education can combat the cultural society of neointernal colonialism, that is rooted in structural 
violence specifically impeding BIPOC learners. When applying this to the classroom though, it 
is not a universalist-paradigm, rather it is flexible and contingent upon the context. That is, it is 
site specific and also visibilizes macro-level entanglements.  In effect, Tejeda et al. push 
educators, scholars, practitioners, and activists to re-consider more efficient frameworks that 
problematize complexities of oppression. 
In order to implement a decolonial framework such as this within the classroom, it is 
essential for educators and students to understand how colonialism exists today—called internal 
neocolonialism— which is different from colonialism during the 17th-19th centuries.  Educators 
and students must understand that borders and nation-states no longer dictate colonial 
landscapes; rather the oppressor-and-oppressed are neighbors and there is no direct ‘ruler’ 
(Tejada et al., 2003). Rather, the ‘ruler’ is colonial tenants: exploitation and domination of 
inferior (racialized) bodies; infinite capital consumption; individualistic/domestic cultures; and 
psychological and material reproductions of the white-heteronormative-cis-gender- able-bodied 
hegemony. As a result, Tejeda et al. claim that social relations and institutions are steeped in 
capitalism.  This is critical to recognize when embodying decolonial pedagogy. When bringing a 
decolonial pedagogical praxis, such as that recommended by Tejada et al., inside the classroom, 
teachers must work to interrogate coloniality and modernity, while re-centering marginalized 
voices and re-creating atmospheres of equity, justice, and kindness.  
For the purposes of this literature review, this decolonial pedagogical praxis theory will 
be used, along with Red Pedagogy and Land-Based Pedagogy, as part of the larger framework 
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that provides a lens for understanding the teaching and learning of Social Studies. While this is 
particularly relevant when teaching Social Studies, it is noted that all educational subjects can 
employ a decolonial praxis, as it is an ontological and epistemological tool to navigate and 
engage in society.   
Red Pedagogy  
 Within the same field of decolonial praxis theory as Tejada et al., Grande (2004) 
excavates hxstoricity and provides a theoretical and Indigenized pedagogical praxis that puts 
voices from different fields, such as critical theory, revolutionary theories, Marxism, and 
feminist studies, in conversation with one another. Grande clarifies that when employing Red 
Pedagogy, Indigenous educators need not take a “wholesale adoption” of these western theories, 
yet rather, tease out, contest, and grow from their positive attributes (Grande, 2004, p. 6). Grande 
encourages Indigenous educators to expand their theoretical knowledgescapes and not remain 
solely fixated on the micro, personal levels, but also engage in the “macroframes of social and 
political theory” (Grande, 2004, p. 3). Grande explains how critical pedagogies enable peoples to 
destabilize and dismantle systems of inequity, yet also critiques them as they: 
retain the deep structures of Western thought—that is, the belief in progress as change, in 
the universe as impersonal, in reason as the preferred mode of inquiry, and in human 
beings as separate from and superior to the rest of nature. (Grande, 2004, p. 3) 
Like Tejada et al. (2003), Grande identifies the lack of recognition and interrogation of internal 
neocolonialism.  Hence, in order to evolve and learn in relation with Land and hxstoricity, 
Grande claims that progressive critical scholars and practitioners must interrogate their own 
epistemologies and understand how they (re)produce dimensions of coloniality.  
At its core, a Red Pedagogy hopes: 
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that indigenous and nonindigenous peoples will work in solidarity to envision a way of 
life free of exploitation and replete with spirit. The invitation is for scholars, educators, 
and students to exercise critical consciousness at the same time they recognize that the 
world of knowledge far exceeds our ability to know. (Grande, 2004, p. 126) 
With this, Grande centers collective liberation within, between, and across the human and more-
than-human species through her conceptualization of a Red Pedagogy. Like Tejada et al. (2003), 
Grande claims that if pedagogies do not recognize and reckon with the status quo, they cannot 
foster equity, justice, and transformative relationships. Red Pedagogy demands an encounter 
with past and present coloniality and offers a radical pedagogy that can be used to re-create 
“community-based power” and solidarity across peoples, where a generative spirit thrives, 
cultivates, and nurtures (Grande, 2004, p. 175). For the purposes of this literature review, 
Grande’s Red Pedagogy will be used, along with the work of Tejada et al. (2003), as an 
ontological and epistemological tool to explore dimensions of coloniality in the American 
education system, particularly as it is reproduced in Social Studies.  
Land-Based Pedagogy 
 Similar to the preceding theories, Land-Based Pedagogy can be categorized as a 
decolonial knowledgescape. According to Tuck et al. (2014), Land-Based pedagogy is a praxis 
that acknowledges the deep relationality and hxstoricity and storying with, of, and between the 
Land. For the United States, this means understanding the settler displacement of Indigenous 
peoples and its impact upon this nation, past and present.  Centering Indigenous futurity and 
resurgence is relevant to this field project as Social Studies education has a unique opportunity to 
disrupt settler futurity by deconstructing the violence and continued coloniality on settler land.  
According to Tuck et al. (2014), teachers can directly address settler colonialism, Indigenous 
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sovereignty, and student’s own relationship to Land by employing Land-Based Pedagogy.  
Doing so helps to erode exploitative and violent systems by problematizing the soil that supports 
all life. Recognizing the hxstoricity of Land and centering indigeneity supports projects of 
Indigenous futurity, which is a central aspect of decolonial knowledgescapes. This third theory 
complements the works of Tejada et al. (2003) and Grande (2004) as all three focus on collective 
liberation and can be used to decolonize Social Studies classrooms and pedagogy.  
 In summary, the decolonial theoretical framework that will be used in this chapter 
articulates a pedagogical praxis that supports equity and transformation in schools. The 
framework includes work of Tejeda et al. (2003) who demand a recognition of the present state 
of internal neocolonialism. This is important because it can help Social Studies teachers and 
students understand the systems of exploitation, domination, and inferiorization stoked by racial 
capitalism. Grande’s (2004) Red Pedagogy works with Tejada et al. by challenging critical 
educators and scholars to acknowledge and implement a decolonial framework that includes a 
wide range of authors and theories in order to further dismantle colonial structures. Red 
Pedagogy encourages Indigenous scholars to dialogue with non-Indigenous scholars and 
appreciate the concepts they bring to the field, working toward solidarity between, within, and 
across intersectional identities. Tuck et al. (2014) contribute to this theoretical framework by 
prioritizing the relationship with and obligation to Land. This is relevant to Social Studies, as it 
can be used to understand topics such as settler colonialism, Indigenous sovereignty, and 
student’s own relationship to the Land on which they live and learn. 
Comprised of decolonial pedagogical praxis, Red Pedagogy, and Land-Based Pedagogy, 
this triad represents an epistemological and ontological tool that will be used to understand the 
hxstory, evolution, and present state of Social Studies, as well as examples of Social Studies 
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curricula that employ critical and decolonial pedagogies, and the scholarship that seeks to 
reimagine hxstory and Social Studies.  Understanding these bodies of scholarship, through the 
lens of a decolonial frame, will make it possible to critique the roots of Social Studies, that stems 
from citizenship education founded on race-based evolution and maintaining racialized 
inferiorization for Blacks and Indigenous peoples. It will also make it possible to understand how 
and why Social Studies is currently taught, including an exploration of models that promote 
critical understanding. Perhaps most importantly, this theoretical framework provides a rationale 
for exploring the epistemological and ontological awakening that is happening in the field of 
Social Studies.   
Hxstory and Evolution of Social Studies and Present Coloniality 
Within this section, the decolonial triad is employed, as the paper highlights the 
hxstorical origins and evolution of Social Studies in the United States. By utilizing a decolonial 
framework, it is revealed that one of the first Social Studies curricula, in Virginia, has its roots in 
white supremacy, as it was a tool to Americanize and inferiorize Indigenous and Black folx. 
Later, this model was revered and taken to the national stage, and was a blueprint for the nation’s 
Social Studies curricula, with a goal of citizenship education, docility, and indoctrination into a 
capitalistic work ethic. Over the years though, Social Studies’ value decreased, as emphasis on 
STEM increased. Today, citizenship education is still important yet there is an emphasis on 
developing problem-solving skills, and criticality compared to its origins. But the decolonial 
theoretical framework exposes the seemingly harmless curricula today, as it still upholds 
coloniality, settler futurity, and whiteness. Hence, this section problematizes the origins, 





Origins of Social (Education) Studies  
The traditional purpose of the multidisciplinary field of Social Studies—hxstory, 
geography, economics, political science, and other social sciences—is citizenship education, 
which persists today (Ross et al., 2014; Smith et al., 1995). According to Smith et al. (1995), 
modern Social Studies has its origins in a field known as Social Education. In the time after the 
American Revolution, schools had little impact upon society, as the domestic, public, and 
religious spheres exerted more influence than education. But the newly born country required the 
invention of imagined communities founded on freedom, capital, and rights to land. In the 
beginning, Social Education was more ‘hxstory education’, which centered hxstory, geography, 
and civics at the elementary and secondary level. For instance, according to Smith et al., pre-
1800s texts placed significance on storytelling that centered patriotism and morals for students 
but formal hxstory education was uncommon until after the 1830s, except for in some private 
schools.  
In the late 19th century, hxstorians developed influence over Social Studies due to the 
formation of the American Historical Association (AHA). Eventually, social scientists formed 
their own professional organizations, just like hxstorians did, such as the American Political 
Science Association (APSA). Social scientists believed their field produced useful curricula due 
to its ability to problematize and resolve contemporary issues in the United States, such as 
industrialization and immigration, while hxstory as a discipline remained in the fixed and siloed 
past (Smith et al., n.d.). That is, the ‘new’ Social Studies prepared students for the modern world 
and engaged with life’s daily existences. As a result, proponents of Social Studies felt that it 
“would properly educate democratic citizens to live in their present world” (Smith et al., n.d.). 
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During this time, one of the earliest curricula titled Social Studies was authored by Jesse Jones at 
the Hampton Normal and Agricultural Institute in Virginia (Lybarger, 1983; Smith et al, n.d.).  
According to Smith et al., the Hampton Normal and Agricultural Institute taught “proper 
behavior, resulting in the education of a good citizen” to its students, most of whom were labeled 
Black and Native American. The school was applauded and referenced by a national 
commission, Commission on the Reorganization of Secondary Education (CRSE), which sought 
to reform secondary education nationwide. In this commission, Jones spearheaded the Social 
Studies sub-committee, which set the precedent for Social Studies in America. This served as the 
blueprint for Social Studies during the 20th century.  
According to Lybarger (1983), Hampton’s Social Studies curricula encouraged students 
to become good productive citizens through a curriculum that relied upon racist infantilization 
and a race-based evolutionary system. The curricula based on this blueprint preached that the 
injustices which African Americans and Native Americans endured would slowly disappear—
due to the natural order of life where rights-based advocacy was not required. Hence, according 
to Lybarger, it was useless for students to learn about civil rights, as overtime, a righteous and 
fair democracy would manifest. Related to this, Lybarger notes that the sociology course at 
Hampton taught students that physical, financial, racial, mental, and emotional differences were 
race-based. These teachings reveal that Hampton enacted, embodied, and upheld white 
supremacy, yet did so under the guise of producing a good, productive citizenry. According to 
Lybarger, W.E.B. Du Bois argued that education programs like Hampton embodied “the old 
attitude of adjustment and submission [and asked that]….black people give up, at least for the 
present, three things: First, political power; second, insistence on civil rights; and third, higher 
education for the Negro youth” (p. 461). From Du Bois’ view, Hampton was simply a 
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mechanism to maintain the inferiority of Black and Indigenous-identifying students who were 
taught to believe that democracy would evolve to their benefit, negating the need to challenge 
white hegemony. 
Hampton’s mission, vision, and purpose were revered on the national stage in the final 
report on The Social Studies in Secondary Education, which sought “the promotion of the social 
well-being of the community” (Lybarger, 1983, p. 462). For example, in 1916, the committee’s 
official recommendations for Social Studies curriculum were very similar to the Hampton model 
and included topics such as: civic duties of the government, centering various public works; 
socialization; and the realization and contentment within one’s place in society. Perhaps the most 
revealing commonality between the Hampton school and the Social Studies committee was their 
purpose: to mold students into productive, compliant workers. According to Lybarger, the 
founder of Hampton himself, said that “American citizenship means hard work, temperance, and 
morality, and the habit of right living” while another member of the committee, James Lynn 
Barnard, stated to the American Academy of Social and Political Science, that youth should 
develop strong respect for hard work and find hostility for “laziness and inefficiency” (p. 464; p. 
464). Social Studies at both the Hampton School and in the United States as a whole aimed at 
producing commodified citizens for the workplace that were docile and had a distaste for 
unproductivity. What Hampton and the CRSE demonstrate is evidence of a colonial mindset and 
educational praxis, and its exploitative features specifically supported the capitalist model. To 
understand the evolution of Social Studies, it is important to understand the Hampton model and 
the 1916 CRSE sub-committee that validated the Hampton model of Social Studies for the 
national audience. Social Studies as a tool for socialization within an exploitative neointernal 




Present State of Social Studies  
The legacy of the Hampton model is still evident in the discipline of Social Studies.  For 
example, in Uncovering Settler Grammars in Curriculum, Calderon (2014) demonstrates how 
Social Studies reproduces coloniality through textbooks. Calderon identifies Social Studies as “a 
foundational tool to settler colonial schooling and its ongoing legacy in US curriculum” (p. 314-
315). According to the author, Social Studies textbooks and curricula invisibilize and visibilize 
Indigenous peoples in ways that maintain settler futurity. Rather than unpacking, interrogating, 
and problematizing settler cultural and physical genocide, Social Studies textbooks rationalize 
and simplify how settlers engaged with Indigenous peoples. For instance, topics like western 
expansion, the United States as a land of immigrants, and concepts of empty lands/property 
expose ways that education maintains settler futurity by promoting settlers as superior ethical 
beings. This is essential to understand because it demonstrates the influence of the Hampton 
model and how that model continues to dictate the way Social Studies is conceptualized.  In both 
Social Studies curricula and textbooks, problems of inequity, injustices, and systemic oppression 
are often justified while the discipline’s unique potential to contribute to the dismantling of 
violent and oppressive structures remains largely untapped.  
In addition to this, the present state of Social Studies is characterized by plurality and a 
devaluation in the hierarchy of the content areas. According to Ross et al. (2014), this is partially 
due to the fact that Social Studies encompasses many, and often conflicting aims and purposes, 
as it is ‘the study of the world’.  Despite this, there is a general understanding that Social Studies 
seeks some form of citizenship education to “prepare youth so that they possess the knowledge, 
values, and skills needed for active participation in society” (Ross et al., 2014, p. 21). However, 
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there is a wide spectrum of what knowledge, values, and skills are required to engage with 
society. Delving into the purpose of Social Studies, Ross et al. provide five current viewpoints on 
the purpose of Social Studies: (a) citizen transmission, defined by nationalistic hxstoricity and 
interactive citizenship development; (b) social science, including distinct areas of Social Studies 
like hxstory, geography, or political science; (c) reflective inquiry that fosters active problem-
solving in citizenship education; (d) informed social criticism that focuses on critical problem-
posing transformative for justice; and (e) personal development that encourages self-positivity 
and engagement in society.  In addition to the variance in the discipline itself, teaching and 
learning Social Studies is also complicated by the discipline’s placement in the hierarchy of 
content areas. Due to the emphasis on science, technology, engineering, and mathematics 
(STEM) and mandated testing in math and the humanities, less educational time is given to 
Social Studies (Kenna & Russell, 2018; Ross et al., 2014). For instance, 21 out of 50 states have 
mandated state-wide testing, and only 12 states—mainly southern states—“required a Social 
Studies test in order to graduate from high school” (Kenna & Russell, 2018, p. 42). Due to this, 
the National Council of Social Studies (NCSS), the leading Social Studies professional 
organization, continually advocates for the benefits of Social Studies in order to highlight the 
discipline’s relevance.    
In summary, this section has demonstrated that the origins and present state of Social 
Studies are steeped in coloniality. This includes a hxstory of one of the first Social Studies 
curriculum as well as a discussion of its ongoing influence in textbooks and curricula used in 
many K-12 US schools. This also included a discussion of the ways in which Social Studies has 
simultaneously evolved into a discipline of various and sometimes conflicting agendas and 
topics, while being devalued as STEM and high-stakes testing is prioritized. Taken together, this 
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body of research helps to justify the claim for this literature review that decolonial pedagogies in 
U.S. middle school Social Studies classrooms are important to employ, as they may equip 
learners to comprehend and navigate coloniality, and begin to dismantle systems of oppression. 
Related to the hxstory and current state of Social Studies is a second body of scholarship that 
describes pedagogies that teachers can use to strengthen their decolonial praxis in Social Studies. 
Transformative Pedagogies 
Research demonstrates that there are impactful pedagogies which educators can utilize in 
the Social Studies classroom. This begins with a definition of decolonial education and a critique 
of social justice pedagogy. The section continues with a discussion of the limitations and 
potential of culturally inclusive/multicultural education and anti-racist pedagogies, which are 
both characterized as types of decolonial pedagogy. The section ends with a discussion of the 
important reflexive epistemological shift that must occur in order for Social Studies teachers to 
use decolonial praxis, such as inclusive/multicultural education and anti-racist pedagogies in the 
classroom. This scholarship is important because it provides educators with a roadmap for 
developing a decolonial praxis.  
Decolonial Education  
 Tejada et al. (2003) succinctly describe the faults of a conventional ‘social 
justice/critical’ pedagogy; they argue it does not address “the racial and cultural dimensions of 
the social injustice we inherit from our colonial and capitalist past” and calls for equity from 
within a structure rooted in hegemonic superiority (Tejada et al., 2003, p. 11). According to the 
authors, in order to concretely dismantle and create new systems, coloniality and its reproduction 
must first be recognized. Then, the system can be broken down through an anti-capitalistic, anti-
domination, anti-exploitative decolonial praxis and replaced by alternative structures fortified by 
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equity. From this, justice is attainable for communities, in particular those people who identify as 
Indigenous and people of color. Decolonial education is relevant to the United States, as it has a 
hxstory of settler colonialism and enslavement, which were built on concepts of racialization, 
inferiorization, and white supremacy. It is relevant to Social Studies in particular because Social 
Studies is a potential site for transformation in K-12 public education. 
Culturally Inclusive/Multicultural Pedagogy Pitfalls 
 In order to teach responsibly, some educators opt for a culturally inclusive/multicultural 
pedagogy as both value diversity, cultural relevancy, and creating inclusive spaces inside the 
classroom (Azzahrawi, 2020; Lorenz, 2013). Yet, just like social justice pedagogies, culturally 
inclusive/multicultural education reinforces and upholds coloniality, and is a ‘feel good’ effort 
designed to respond to diverse races, cultures, abilities, and other intersectional identities 
(Azzahrawi, 2020; Lorenz, 2013). According to Azzahrawi (2020) and Lorenz (2013), culturally 
inclusive/multicultural education “does not represent minorities’ real issues and concerns as it 
weakens minorities’ resistance and keeps the power relationship between black and white 
citizens ‘unchallenged’” (Azzahrawi, 2020, p. 37). In doing so, it centers whiteness and the 
overall hegemony of people who identify as white (Lorenz, 2013). Similar to the argument made 
by Tejeda et al. (2003), these authors claim that the colonial structures responsible for present 
day systems of oppression are important to recognize in the classroom. Hence, culturally 
inclusive/multicultural education is characterized by these authors as a shallow attempt to 
address the underlying issue of perpetual structural violence. While it should not be abandoned, 
in order to use culturally inclusive/multicultural pedagogy to inform the teaching of Social 
Studies, it will require a more robust interrogation and problematization of power and coloniality 





 In addition to inclusive/multicultural education, Azzahrawi (2020) and Lorenz (2013) 
also critique anti-racist pedagogy. First, the beneficial aspects of an anti-racist framework is that 
it: exposes racialized differences, the perpetuation of racialized difference throughout society, 
and how race causes a racialized power imbalance (Lorenz, 2013). In the classroom, this is an 
important praxis, as teachers and students are equipped to understand the origins of racism, its 
reproduction at the micro- and macro-levels, and how to move toward systems of equity. 
However, the critique raised, is that anti-racist pedagogies lack an acknowledgement of 
Indigenous peoples. Lorenz adds that recognizing coloniality is critical because it inherently and 
rightfully re-centers the knowledge and experiences of Indigenous peoples. According to 
Azzahrawi and Lorenz, anti-racist praxis can be understood as a type of decolonial pedagogy, 
though it must consistently include Indigenous peoples before it can be a more holistic and 
nuanced praxis that can be used to inform the teaching of Social Studies.  
Creating a More Equitable and Responsive Pedagogy 
Due to the (un)intentional pitfalls of multicultural and anti-racist pedagogies, both Lorenz 
(2013) and Azzahrawi (2020) argue they could be used together so that students gain “multiple 
lenses of criticality” stemming from a robust and dynamically engaging anti-racist and 
multicultural education (Azzahrawi, 2020). However, both authors recognize issues that arise 
when teaching a decolonial pedagogy such as this. These issues range from hesitation by 
teachers, to resistance by teachers and students, and can also include limited support from school 
administration. In addition to this, teachers may not engage critically with Indigenous knowledge 
due to a lack of critical education in teacher education programs (Lorenz, 2013). Both Lorenz 
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and Azzahrawi recommend that pre-service and in-service teachers be required to undergo 
formal and ongoing educational experiences that focus on decolonial pedagogies, as well as a 
school system that supports this criticality. By building confidence and skills in teachers, they 
can teach Social Studies without reproducing injustices, which means schools have a better 
chance at destabilizing systems of oppression. 
In order to do this, Dominguez (2018) insists that a reflexive epistemological shift must 
occur. According to this argument, teachers must be willing to abandon the idea that all life and 
hxstory began with colonialism and that the cultural and institutions that exist today are valuable 
due to their euro-centric roots. These assumptions neglect and oppress other knowledgescapes, 
which Dominguez states that “as long as they fail to authentically honour the lived, material, and 
affective realities of historically marginalized communities” transformative pedagogies are not 
useful (p. 6). Dominguez provides important guidance for teachers who wish to teach Social 
Studies through anti-racist and culturally inclusive/multicultural pedagogies. Both of these hold 
immense value but their appropriate use is dependent on the critical consciousness of the teacher 
employing them. In sum, culturally inclusive/multicultural and anti-racist education can be 
woven together to make a stronger praxis but educators must be cognizant to not reproduce the 
coloniality which they seek to absolve. This is particularly relevant to teachers of Social Studies 
because they engage with colonial content which can be reinforced and upheld unintentionally.  
 In summary, research demonstrates that impactful pedagogies do exist and teachers can 
refine their praxis to be aware of coloniality, race, and plurality. This includes research that 
outlines the limitations of culturally inclusive/multicultural education and anti-racist education, 
as well as a discussion of how teachers might weave these praxes together, in order to teach from 
a decolonial framework. It also includes a discussion of the reflexive epistemological shift that 
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teachers of Social Studies must make in order to successfully decolonize their classrooms. Taken 
together, this body of research helps to justify the claim that decolonial pedagogies in American 
middle school Social Studies classrooms are important to employ, as they may equip learners to 
comprehend and navigate coloniality, and begin to dismantle systems of oppression. In addition 
to this research, authors in the field have also begun to re-imagine hxstory and Social Studies as 
disciplines, creating a new path towards destabilizing coloniality. 
Reimagining Hxstory and Social Studies 
Similar to the weaving together of the existing pedagogies of anti-racist and culturally 
inclusive/multicultural education to strengthen a decolonial pedagogy in Social Studies, research 
also demonstrates that hxstory and Social Studies can be re-imagined. This includes a discussion 
of pre-/in-service teacher education and development that demands an ontological and 
epistemological shift towards a decolonial pedagogical praxis. A second body of scholarship 
articulates the challenges which educators have once inside the classroom when enacting a 
critical and/or decolonial pedagogy, as it is the antithesis to the modern colonial structure which 
values capital production for students rather than critical and experiential learning. This research 
offers recommendations for teachers on how to navigate the neocolonial hegemony and provides 
a roadmap for teachers when they face challenges while decolonizing their classrooms and 
Social Studies praxis. This is important because hxstory and Social Studies can transgress 
systems of oppression and cultivate spaces of equity, justice, and movement.  
Teacher Education and Professional Development  
 According to Monreal (2019), there are a lack of social justice approaches to teaching 
Social Studies at the middle school level. According to the author, one reason for this is because 
middle school teachers lack opportunity and motivation. A low priority is placed on Social 
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Studies at a young age, even though Social Studies reproduces social inequities and fuels 
neocolonial hegemony. To combat this, Monreal cites Misco and Shiveley (2016) who 
recommend taking a systemic/structural approach when addressing inequities in the social 
sciences. If, according to this logic, teachers were taught a decolonial pedagogy then Social 
Studies could be a site for transformation. Thus, teacher education and ongoing professional 
development, for pre- and in-service teachers, are vital components when working towards a just 
education that transgresses systems of inequity.  
Fortunately, throughout the literature, there is movement towards decolonizing teacher 
education and professional development, which informs a reimagining of Social Studies 
(Halagao, 2010; Dominguez, 2019; Fernandez, 2019). In order to do this, pre-service teachers 
must first become acquainted with decolonial pedagogies and in-service teachers must receive 
continual professional development in this field. As a result, teachers might bring a more 
nuanced and justice-oriented ontological praxis into the classroom, challenging modes of 
teaching that perpetuate and maintain the status quo. One way to do this is to decenter western 
knowledgescapes and revitalize ontologies and epistemologies that center: relationality, equity, 
plurality, Land, and collective liberation. What this means then, is teachers must be exposed to 
decolonial thought which inspires a re-awakening.   
Fregoso Bailón (2019) and Dominguez (2019) claim that this re-awakening is vital for a 
truly radical shift in teaching. Fregoso Bailón explains how decolonial education “serves as the 
foundation for an epistemically insurgent curriculum that takes into account non-Western 
epistemologies” (p. 357). Fregoso Bailón does not discount Western epistemologies entirely, but 
recommends destabilizing the West as “the singular canon of knowledge in the curriculum” 
(Fregoso Bailón, 2019, p. 358).  Both Fregoso Bailón and Dominguez insist on a departure from 
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the pedagogies which “remained mired in the ideology of coloniality, or lingering, systemic 
model and pattern of power that survived well past the end of colonialism and settler 
colonialism” (Dominguez, 2018, p. 49). For this to happen though, Dominguez illuminates a key 
feature of decoloniality: discomfort. Whether pre-/in-service teachers, students, or school 
administrations, when engaging in decoloniality there are feelings of awkwardness, resistance, 
anger, fear, and hesitation. Engaging in this kind of discomfort represents a challenge that 
teachers must accept in order to decolonize their own souls and classrooms.   
An organization that embraces the discomfort and embraces decolonial teacher growth, is 
the Xicanx Institute for Teaching & Organizing (XITO), an institute created in 2013 that 
educates teachers on decolonial pedagogy and re-indigenization for the purpose of fostering a 
liberatory school system (Fernández, 2019). Here, educators transform their worldviews, 
primarily through trainings, where a total epistemological and ontological shift is required. For 
instance, this summer, 2021, XITO is holding a summer institute titled Movement Solidarity for 
Decolonial Ethnic Studies (XITO).4  In order to upend coloniality within education, teacher 
education programs must opt for a decolonial pedagogical praxis when teaching teachers how to 
teach. This is particularly true in the case of Social Studies because the specific content teachers 
engage with is steeped in coloniality which educators can interrogate and dismantle inside their 
classrooms.  
One solution is for new and practicing Social Studies teachers to engage with decolonial 
ontologies and epistemologies which are also practical. Not only can teacher education 
classrooms decenter whiteness and center marginalized voices, they can also infuse realistic 
scenarios that can help them inside the colonial classroom. Now, this i not an easy feat—79.3% 
 
4 Please view XITO’s website to learn more about their offerings: https://www.xicanxinstitute.org/ 
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of teachers are white, while more than 50% of students are BIPOC (Riser-Kositsky, 2021). A 
driving force behind this field project challenges the school system to de-center whiteness in 
order to create holistic spaces for all learners. So, when teachers engage with decolonial 
praxes—especially white teachers—learners are required to interrogate, unpack, and dismantle 
unhealthy ontologies. Clearly, this is challenging, as educational actors and communities resist 
such praxes. Thus, this project highlights the systemic problems and offers solutions. To resume, 
one solution is from Dominguez who offers teatro, originating from Boal’s theatre of the 
oppressed, and provides examples from her own class (Dominguez, 2018, p. 55). Essentially, 
students role play, and embody nuanced scenarios that may not actually happen in class due to 
the structures of coloniality where students do not speak up, and engage in conversations of race 
with the teacher (Dominguez, 2018). But through teatro, students confront difficult experiences 
that destabilize coloniality. The goal, is for teachers to: 
attend thoughtfully to the historicity and coloniality of the issues that are at play, while 
defusing the affective tension without becoming dismissive or defensive, such that all 
involved, students and teacher, might engage with what is centrally at the issue, and 
narrow whatever ontological distance exists between their disparate understandings of the 
world. (p. 55) 
Dominguez articulates the emotional, intellectual, and visceral movement work of a decolonial 
pedagogical praxis which can exist for pre-service teachers.  
Like Dominguez, Halagao (2010) places value on decolonial education for pre-service 
teachers. The author investigates the long-term impact of Pinoy, a teacher education program for 
college students that taught “Filipino American history and culture for middle-school students” 
(p. 496). In his study, Halagao surveyed students 10 years after the class. The majority of the 35 
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respondents identified as Filipino-American teachers. Four takeaways from Pinoy emerged, 
including that it taught love for Filipino culture, as well as self-value. It also helped teachers to 
develop a plan for fostering diversity and plurality in their classrooms, and activated engagement 
with social science content (Halagao, 2010). These findings indicate that Pinoy had a major 
impact on the process of decolonization, and Halagao utilized Laenui’s (2000) decolonial 
dreaming phase, which includes rediscovery and recovery, mourning, dreaming, commitment, 
and action, to understand the decolonizing impact of the class. For example, the respondents 
embodied the first phase and also understood they existed within a larger moment of equity and 
justice. Further, while teaching Filipino-American hxstory to middle schoolers, the college 
teachers also embodied the dreaming phase, where they recognized their existence is valued and 
is no less than other race/ethnicities (Halagao, 2010). Like Dominguez, Halagao reveals the 
positive impact decolonial teacher education programs have on educators and their students. 
Moreover, a decolonial pedagogy extends beyond students engaging with their intersectional 
identities, yet also understanding a vast array of concepts that center equity, nurturity, and 
justice. For Social Studies, this is pertinent, as Social Studies continues to be a site that holds 
potential for collective liberation. Hence, teacher education programs are a key piece to 
revitalization. 
  Lastly, like pre-service teachers, in-service teachers, and particularly those who teach 
Social Studies, need education on decolonial epistemologies in order to sustain transformative 
spaces. Fernandez calls for such and provides a case study of the Xicanx Institute for Teaching & 
Organizing (XITO), which is a professional development institute for teachers and other cultural 
workers. Its pedagogical values center decoloniality and re-indigenization stemming from the 
Aztec epistemology of Nahui Ollin, which represent four movements within the Aztec calendar 
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(Fernandez, 2019). With an ontological and epistemological re-humanizing culture, XITO offers 
educators and interested parties a pedagogy that embodies a decolonial praxis that can impact 
how they teach the classroom, especially when working in inequitable spaces. For example, 
XITO recognizes the reality that most public-school teachers identify as white. Because of this, 
their decolonial professional development is for all peoples and XITO strongly values solidarity 
building (Fernandez, 2019). For the critical teachings, XITO uses the concepts of In Lak-Ech, 
Panche Be, and Xipe Totec which translate into English as: we are one another; truth seekers; 
and self-transformation into a new skin (Fernandez, 2019). With this wisdom, teachers can bring 
equity, problematizing, and transformation to the classroom. Fernandez recommends an increase 
in programs like XITO, as well as solidarity-building with other organizations in order to make 
the work more sustainable. In conclusion, a reimagining of Social Studies implies that aspiring 
educators and in-service teachers must learn decolonial praxes so they are prepared to decolonize 
their classrooms, and their Social Studies content.  
Challenges to the Use of Decolonial Pedagogies in Social Studies Classrooms 
 While the reimagining of hxstory and Social Studies has begun, teachers who wish to 
decolonize their classrooms confront many challenges. These challenges arise because it is 
difficult to implement a decolonizing pedagogy in the existing neocolonial structure. Social 
Studies classrooms and curricula are negatively impacted by the culture of high-stakes testing, 
teacher and student accountability, conventional capitalist curricula, and a lack of administrative 
and community support. For instance, Agarwal (2011) notes the difficulty of implementing a 
critical pedagogy with an add-and-stir approach, rather than a critical restructuring that 
transforms the curriculum. Valdez (2015) notes the difficulty presented by apathetic support 
from school administration/leaders, which can lead to teacher exhaustion and demoralization. 
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Chandler (2006) cites issues related to community disapproval of critical pedagogy and changes 
to traditional textbooks modeled on the Hampton approach. Gonzales (2018) adds to the 
discussion on textbooks, noting that many promote and perpetuate colonial mentalities which 
must be dismantled in order to promote a critical teaching of Social Studies. While the 
challenges to decolonizing Social Studies are many, literature from the field does recommend 
practical solutions.  
Practical Recommendation to Navigate the Challenges  
 To resolve these issues, resulting in a more joyful, efficient, and engaging education for 
teachers and students, authors in the field provide solutions for teaching Social Studies within 
neocolonial structures. For instance, pre-service teaching programs can educate students about 
the constraints which exist and give tools which can be used to enact, embody, and emplace 
transformative pedagogies within these constraints (Agarwal, 2011). For instance, since Social 
Studies textbooks are typically a part of curricula, pre-service teachers can learn how to 
problematize the texts to bring the practice of critical reading into the classroom (Agarwal, 
2011). An example of this, according to Calderon (2014) is when learning about westward 
expansion to discuss the displacement of Indigenous peoples and connect that hxstory to the 
concept of white supremacy. In this example, the teacher would stay within the confines of the 
prescribed content, but alter how that content is taught. As a result, they do not have to “struggle 
with their depth of knowledge of social justice, while also being unsure of how to bridge their 
visions of social justice with the daily realities of teaching” (Agarwal, 2011, p. 61).  
In terms of curricula and textbooks, it is important that educators have a re-structurist 
approach. That is, whatever the curriculum/guidelines teachers receive, it is important for 
teachers to know that they can restructure their classrooms in order to incorporate decolonial and 
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critical pedagogies inside the existing curricula. This is especially transgressive for Social 
Studies classrooms, as the curriculum is often Eurocentric. Gonzales (2018), Chandler (2006), 
and Valdez (2018) offer examples in which teachers re-mixed the curriculum to fit inside a 
decolonial and critical lens. For instance, teachers on the borderlands understood that their 
textbooks held colonial mentalities and images (Gonzales, 2018).  Further, in order to restructure 
and decolonize their classrooms, the school utilized murals to teach students. Doing so painted 
the Latinx community in vibrant and complex ways, which honored and valued their culture.  
In the case of limited administrative or community support, Chandler (2006) and Valdez 
(2015) recommend internal and external support systems, and continued professional 
development to nurture teachers. For instance, Valdez was part of a decolonial collective of 
educators and cultural workers which acted as a support system, where she grew as an individual 
and grew her pedagogical praxis. This is vital for sustainability, if there is limited support at a 
particular school for decolonial pedagogies. A support group can help maintain and re-ignite the 
drive to bring equity and justice in education. Chandler provides advice on ways to navigate the 
system, which includes getting support from: students; community; administration; professional 
groups; and the school district. According to Chandler, it is also important to know the district 
and state’s rules; so that teachers can be strategic when making changes to a prescribed 
pedagogy, curriculum, or textbook.  Finally, all of the authors in this section insist on the 
actuality and possibility of problematizing the Social Studies classroom, despite the challenges.  
Educators can restructure their classrooms and the curriculum by incorporating decolonial 
pedagogy into their teaching (Valdez, 2015; Gonzales, 2018).  
 In summary, research demonstrates that hxstory and Social Studies can be and is being 
re-imagined.  First, research illustrates that teacher education, for pre-/in-service teachers, must 
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be taught from a practical decolonial lens that incorporates an important ontological and 
epistemological shift away from Eurocentric pedagogy. It also includes an articulation of the 
challenges teachers must navigate and overcome when implementing a critical and/or decolonial 
pedagogy. To balance this, research provides hope and offers solutions, such as participating in 
external support groups that value decolonial praxes. Taken together, this body of research helps 
to justify the claim for this literature review as a whole. 
Summary 
 This literature review claims that decolonial pedagogies in U.S. middle school Social 
Studies classrooms are important to employ, as they may equip learners to comprehend and 
navigate coloniality, and begin to dismantle systems of oppression. Evidence that supports this 
claim includes a discussion of the (a) hxstory and evolution of Social Studies; (b) existence of 
impactful pedagogies; (c) scholarship that reimagines the teaching and learning of hxstory and 
Social Studies. This claim and body of evidence addresses the importance of understanding how 
middle school teachers can decolonize their classrooms in hxstory and Social Studies. With my 
field project, I have created decolonial Social Studies curricula for the middle school level, due 
to the gap for this particular demographic and specific decolonial pedagogical praxis. This study 
contributes to the small but growing conversation on the ways in which middle school Social 
















THE PROJECT AND ITS DEVELOPMENT 
The Roots 
 The objective for this project was to create a decolonial Social Studies curriculum that 
centered BIPOC hxstories. Specifically, one orientated towards middle schoolers, as few critical 
pedagogies exist for this demographic and subject (Monreal, 2019). To manifest this desire, a 
complementary and/or supplemental decolonial curriculum was created. Specifically, the 
curriculum complements California’s unit 8.8, 8th grade social science framework and standards 
(California Department of Education, 2000; California Department of Education, 2017). Unit 
8.8, westward colonization, is ripe for decolonial disruption, as it maintains the psychological 
and material production of settler futurity. In this curriculum, 19th Century U.S. Westward 
Colonization, a Curriculum for Us, students vividly explore the 19th century from a decolonial 
and BIPOC centered perspective. Further, it connects the past-present-and-yet-to-come. To 
concretize this, the next sections review the elements of the project, which include: a curriculum 
guide; a curriculum; and three instructional tools.5 In total, there are five dimensions to this 
project, which is rooted in Land, relationality, and collective liberation.  
The Curriculum  
Curriculum Guide  
 The curriculum guide is for educators to learn about the objective, topic, focus, and 
learner-goals for the unit. To open, readers will notice a Land reciprocity statement, that denotes 
how this project was mainly created on Lisjan Ohlone people’s Land, colonially known as 
 
5 All user(s) can edit the entire project (curriculum guide; curriculum; and instructional materials). The full 
curriculum is created via Google Drive. User(s) simply copy and paste the original work into their own source area 
which they then can edit fully. The purpose is for user(s) to tailor the curriculum to their educational context.  
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Oakland, California. Like the title of this project, readers directly confront coloniality. Next, the 
curriculum guide states the objective for learners, which is to move with Land and strengthen 
personal and collective resilience, identity, and nurturity. Through the curriculum, learners 
develop decolonial tools and become more equipped to navigate the past-present-and-yet-to-
come.  
 The next section, background on curriculum, briefly states the pedagogical orientations 
and structure of the class. At its core, it is an experiential, student-centered space, that centers 
BIPOC learners, cultures, and hxstories. The class length is sixty minutes per lesson, across 
twelve days. Each class (minus the opening on the first day), begins and ends with the same 
format. To start, students voluntarily share their Growcab (vocabulary word activity) journal for 
two minutes, and to close class, students meditate for five minutes. With this consistent practice, 
students expand reflexivity skills.  
 Lastly, the assignments section outlines the various assessments in the unit. They are as 
follows: student participation; Growcab journal; journal notetaking; final project; and extra 
credit. For clarity and insight, both the Growcab journal and final project activity is explained 
further. First, the Growcab journal is a vocabulary journal project, in which students receive a 
vocabulary list—called Growcab—which consists of decolonial and agentic terms. After each 
class, students choose one word to write about and explain how it relates to: the previous lesson 
and the present and/or future. With this engagement, students grow critical literary skills and 
expand their decolonial toolbelt. Further, learners may share Growcab entries at the start of class, 
via the daily Growcab activity. Like other assignments, this journal activity is graded. Second, 
for the final project, students share both their Growcab and notetaking journals to the class. If 
desired, students can create another project, yet must discuss with the teacher. In full, the final 
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project is a space to uplift students’ newfound knowledge, minimize work overload, and build 
collective liberation. This final movement mirrors a key objective for this curriculum: nurturity 
through a decolonial pedagogical praxis.   
Curriculum Design  
The second element, 19th Century U.S. Westward Colonization, a Curriculum for Us, is 
the complete lesson plan which is designed specifically for students-and-teachers. That is, both 
users’ intersectional identities were centered when creating the curriculum. As such, the 
curriculum is navigable, accessible, and flexible for user(s’) needs. Specifically, it is flexible as 
user(s) can edit the curriculum to fit their educational desires. This is purposely done, as this is 
not a fixed curriculum, yet a dynamic project that can be transformed and utilized as the agent(s) 
please. To expand, this section outlines four user-friendly aspects of the curriculum. Then, the 
content of the curriculum is discussed. 
The user-friendly design is represented by: color coded headings; timestamps; guider-
notes; and uniform resource locator (URL) or page links. At the start of each lesson, the day’s 
(colored green) topic name and objective (colored red) are highlighted, as well as the main 
activities of each day (colored green). This is done for easy readability and navigability, given 
how much text exists on the document. Another feature are the timestamps, which denote the 
duration for each activity, which calculates to: two minutes for Growcab, fifty-three minutes for 
the central topics, and five minutes for meditation. These timestamps are located after the topic 
and subtopic(s) as parentheses with a number enclosed [e.g.: (8)]. With timestamps, teachers 
have a realistic pace of this twelve-day unit. For teachers with longer or shorter time periods, 
they can adjust accordingly. Paired with the timestamps, are guider-notes, which give context to 
user(s) on the: topic background, questions to ask the class, and various decolonial pedagogical 
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commentaries. This is beneficial particularly for novice decolonial educators. Lastly, URL links 
are embedded throughout the curriculum in order to locate instructional material. Due to this, 
teachers (and students) can easily click on the embedded links to obtain the content, which is 
useful for learners who want to learn outside the classroom. In full, the interface is an 
approachable and accessible platform which enables a fluid educational experience for students 
and teachers.  
Lastly, the content of the curriculum is briefly introduced here. Across the unit, students 
learn about: the relationality with Land; decolonial vocabulary terms (Growcab); Andrew 
Jackson; Indigenous physical and cultural genocide; interrelations between Indigenous peoples 
and Black peoples; BIPOC resilience; intersectional identities; water protectors; southwestern 
borderlands and slavery; and the Mexican freedom route. The mediums utilized to explore these 
topics are: articles, videos, audio, website pages, Growcab list, and an intersectional wheel. For 
student engagement, there is a balance between individual, peer, and full class work. At its core, 
this curriculum centers dialogue, criticality, and intersectionality. Later, the evolution of the 
content shall be expanded in the project evolution section. Further, please refer to the curriculum 
appendices to explore the entire curriculum.  
Curriculum Tools 
 The third and final element reviewed in this section, are the three instructional tools. 
These are instructional materials that are part of the larger curriculum. They are as follows: 
Growcab; intersectional wheel; and PowerPoint. First, the Growcab list is a decolonial 
vocabulary list that students engage with throughout the unit. Second, the two-sided 
intersectional wheel is a visual too to explore systemic, communal, and individual 
intersectionality. With this tool, students can reflex upon complex identities in the past-preset-
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and-yet-to-come. On one side, it lists various identity-based features that peoples hold (e.g., 
gender, sex, religion, race, ethnicity, sexual orientation, hobbies, etc.). On the other side, it lists 
these same identifiers yet students fill out their response to these elements—at the start of the 
unit. The purpose is for students to utilize the intersectional wheel throughout the class, as they 
learn about the different hxstories and backgrounds of peoples. Equally important, is they have 
an opportunity to explore their own self and intersectional identities. At the end of the unit (or 
year depending if the teacher utilizes the wheel further), students return to their wheels and reflex 
upon it, where they can change certain aspects if they desire. Lastly, to wrap the curriculum up 
for easy navigability, a PowerPoint presentation exists, which educators can edit. To conclude, 
these instructional tools are dynamic and center a decolonial educational experience.  
The Project Development 
Then, to Here, and Back 
 The evolutions of this project developed in the fall 2020 methods course, which is where 
students choose a research topic and write chapters one and two. Like many, this class was a 
haze of excitement, fears, and perseverance—with a decolonial disruption6 and covid-19 as the 
backdrop. This project was born in(to) this climate and has hence developed a soul of resiliency 
and hope. That is, this academic display of intellect is a tool to interrogate, erode, and abolish 
coloniality to create future systems founded on nurturity. In the next sections, various stages of 
the field project, from the methods class to the master’s capstone class, are outlined.  
 In the methods course, two potential concepts arose for a project, which centered 
decolonial pedagogical praxes. One was a podcast field project, the other one was a standard 
qualitative thesis. While passionate about both, a gap in the literature was found, which noted a 
 
6 This is in reference to the racial justice movements sparked by the murder of George Floyd, in 2020.  
41 
 
lack of social justice education in middle school studies classrooms (Monreal, 2019). Finally, the 
project was found: to create a decolonial middle school, Social Studies curriculum. Fueled with 
enthusiasm, I reached out to the author, Tim Monreal, who wrote about this Social Studies gap. 
Fortunately, Monreal replied back and we met virtually over Zoom; he offered his guidance on 
the project which I gratefully accepted. However, I had no idea what curriculum to write. With 
his advice, I reviewed the middle school California social science standards and framework, 
which outlines what to teach (California Department of Education, 2000; California Department 
of Education, 2017). Eventually, unit 8.8 was chosen to create complementary and/or 
supplementary decolonial curriculum that centers 19th century westward colonization. Unit 8.8 
was the ideal lesson, as it is ripe to unsettle settler futurity. This decolonial curriculum is created 
to complement the California educational requirements, where teachers can insert it easily into 
their present curriculum. Hence, teachers can choose which parts to utilize. Furthermore, other 
grade levels and states can engage with the curriculum, as westward colonization is frequently 
taught throughout the United States. In full, this first period of the project began in the fall of 
2020, through winter break of 2021. Within this period, a topic was chosen, chapters one and two 
were written, and Dr. Monreal became a guide for the curriculum.  
 Once the final master’s capstone class began, spring 2021 (the present class in which I 
am writing this project), the main focus was to create the curriculum. First, the California social 
science framework and standards document was reviewed for unit 8.8; then, I educated myself 
on the various topics. Here, issues arose, as I was inundated, and sometimes underwhelmed with 
information on 19th century westward colonization. In this fog, I felt like I needed to be an expert 
historian overnight. As a result, I expressed my concerns to my professor, Dr. Bajaj, and Dr. 
Monreal. Fortunately, I was relieved, as both guided me to simply create a decolonial curriculum 
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that pairs with the content matter. After this, it was much easier to find sources and instructional 
material for the curriculum, which centers: Land; decolonial epistemologies; BIPOC hxstories 
and peoples; nurturity; and collective liberation. As I wrote the curriculum and collected sources, 
I created a few Google Doc pages to organize my work. In fact, the entire project is through 
Google Drive: the curriculum guide; curriculum; Growcab; intersectional wheel; and 
PowerPoint. As such, users can access and navigate it easily. Once the content of the curriculum 
was gathered, the final part was to beautify the project. Hence, all instructional materials were 
artfully and mindfully designed; I wanted to create a clean, minimal, and functional curriculum. 
Boiled down, this field project has a dynamic evolution with a soul of resiliency and hope for 
past, present, and future ancestors.  
The Resiliency and Hope 
To close this section, readers can engage with the final creation: 19th Century U.S. Westward 
Colonization, a Curriculum for Us. Please refer to the appendices to review the curriculum in 
full. Or, click on the URL links below, which brings user(s) to the four components of the 
curriculum.  
• Google drive folder 
• The curriculum  
• Growcab 
• Intersectional wheel 









 CONCLUSIONS AND RECOMMENDATIONS 
Conclusions 
To reach collective liberation, the system responsible for nourishing future generations 
requires a holistic transformation. With an education system steeped in coloniality, students are 
not equipped with the reflexive tools that enable learners to navigate material and structural 
violence impressed upon them. Thus, to abolish this reality, educational actors can create rich 
spaces that give students a practical and holistic education centered on Land, equity, and justice. 
As this project outlines, Social Studies classrooms are an ideal site, as they can: challenge settler 
futurity; center BIPOC hxstories; interrelate the past-present-and-yet-to-come; and move with 
Land.  
Unfortunately, the present Social Studies terrain, and school system at large, hinders 
decolonial pedagogical praxes. It does so in two main ways. One, is that without a critical 
decolonial pre/in-service educational program, teachers do not gain key ontological, 
epistemological, and practical skills to work with diverse students. This is unacceptable, as 
classrooms without intersectionality sustain the invisibilization of BIPOC peoples and white 
supremacy. The second way, is that even if teachers hold decolonial pedagogical praxes, they 
still reside in an unsupportive structure. As a result, this leads to instructional, administrative, 
and community roadblocks. To transcend these obstacles, the educational modus operandi 
requires a decolonial ontological shift. Thus, this field project offers a curriculum which disrupts 
settler futurity and re-centers justice and Land. Through 19th Century U.S.  Westward 
Colonization, a Curriculum for Us, both teachers and students speak back to oppressive 
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structures as they explore the interrelations between the past-present-and-yet-to-come. As a 
result, personal and collective agency evolves, which is foundational to collective liberation—
and the main significance of this project. 
 Specifically, three elements are significant to this academic endeavor. First and 
foremost, is that BIPOC students are centered throughout the curriculum, which is critical as 
modern education centers and perpetuates whiteness. Second, the curriculum is significant to 
various actors engaged in schools at the micro, meso, and macro levels. These are, yet not 
limited to: teachers, administrative staff, school districts, state departments of education, and the 
national education framework in the United States. Lastly, the third importance of this field 
project is for educational policy makers and designers. With a tangible and accessible model, 
policy makers and instructional designers learn the value in decolonial ontologies and can 
advocate for, and create decolonial curricula. In full, this project moves towards collective 
liberation via a BIPOC and Land centered praxis.  
Positionality 
 This section expresses my own intersectional identities so readers can understand my 
interrelations with this project. The love behind this work stems from my internal responsibility 
to serve society. For me, this means transforming the education system in order for the 
schoolhouse to serves all students and staff. Further, BIPOC students, hxstories and decolonial 
ontologies are intentionally centered due to my own personal makeup. As a twenty-five-year-old 
in graduate school, this has been the first time I have had a significant amount of South Asian 
teachers outside of: my dad, my Hindi teacher, and teachers when I studied abroad in India. 
Further, I had the Hindi and study abroad teachers in my final stretch of undergrad; throughout 
my entire life, my central South Asian teacher has been my dad. Due to this personal relationship 
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between my identity and education, I mentally and physically know the importance of 
representation in schools. My brain and body awake when educators hold similar identities to 
me. In short, due to these factors, my early identity formation has been heavily molded by 
western epistemologies. It was not until high school via a specialty center program that I was 
exposed to alternative education. This is key to note, as my knowledgescape has evolved 
specifically due to critical educational experiences.7 
Another layer, is that I am adopted from Pune, India, and have a white mother. Often, this 
is invisibilized, since my father is Indian. Given how interracial partnerships are more common 
in the U.S., it is assumed our family is biologically connected, which is untrue. In full, because 
of my colorful tapestry, my personhood developed in a multi-cultural, -racial, and -ethnic 
household. Yet, the schoolhouses I journeyed were not intersectional. I was not taught by people 
who looked like me. I was not taught about my people’s hxstories. I was not nurtured. Simply 
put, because of my cultural and biological makeup, my umbilical cord is enmeshed in this 
curriculum.  
A Curriculum for Us 
 The subtitle of this project, a Curriculum for Us, encapsulates the soul of the project. The 
Us represents the hxstories, experiences, and ontologies that are (un)intentionally invisibilized 
by educational actors. In order to visibilize Us, three themes guide the curriculum: BIPOC-
centered, Land, and collective liberation. With this foundational triad, the curriculum achieved 
its central objective: to create a decolonial, middle school, Social Studies curriculum. This is 
 
7 The key educational moments are: high school specialty center (Leadership and International Relations); 
undergraduate major, Conflict Analysis and Resolution, and minor, Anthropology; two experiential learning trips to 
El Salvador where I engaged with a human rights organization; undergraduate primary research projects; 
experiential study abroad in India via the School for International Training; and this present graduate program in 
Human Rights Education.  
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concretized in three different ways. First, this is demonstrated through the various intersectional 
stories of the 19th century, whilst engaging with the past-present-and-yet-to-come. For instance, 
by learning about Indigenous hxstories in Arizona and gender fluidity in the 19th century, 
students realize the complexities of hxstory, and how it is in dialogue with the present and yet-to-
come. Second, from these stories, all students—BIPOC and white—realize the innerworkings of 
coloniality, white supremacy, and settler futurity. While the entire curriculum engages with these 
aspects, the Growcab list has students directly engage with these topics. Third, the curriculum is 
learner-centered and experiential. This last point is critical, as learner-centered pedagogical 
praxes can lead to inclusive classrooms. For BIPOC students, this is essential, as it forces 
educational spaces to nurture students’ complex, intersectional identities. Examples of learner-
centered aspects are in: the intersectional wheel, Growcab list, student decision making, 
reciprocity between teacher-and-student, and modern content. In sum, 19th Century U.S. 
Westward Colonization, a Curriculum for Us is a decolonial education tool that transforms the 
objectives of Social Studies and education at large.  
Final Thoughts 
To close this section, I shall reflect upon how the curriculum expanded my own 
decolonial knowledgescape. Before the project, I had minimal background on the 19th century, 
except for what I learned in school. Hence, throughout the entire project (and still), I gained new 
knowledge about U.S. westward colonization and the different ways coloniality moved in this 
time period, and its present impacts. Key insights learned were: the relationship between the 
3/5ths vote, slavery, and Indigenous physical and cultural genocide; the Mexican freedom route 
from slavery; and the relationship between Texas’ inception and slavery. In its entirety, I learned 






The 19th Century Westward U.S. Colonization, a Curriculum for Us is an offering for 
user(s) to learn about the explicit and implicit ways coloniality existed in the 19th century and its 
present and future impacts. Specifically, the project is for California 8th grade United States 
hxstory/Social Studies classes. Teachers and schools can use it as a supplemental curriculum for 
the traditional curriculum. That is, educators can decide what they want to incorporate. Further, 
the interface of the curriculum is user friendly, due to its interface and editability.8 
It must be noted that various grades, classes, and states can engage with the material, as 
the content is relevant to numerous courses. That is, it is not strictly for a distinct age group, 
subject, and/or region. As a result, the curriculum can be incorporated in multiple ways and/or 
used ‘as is.’ Its versatility exists because the content takes an intersectional approach that blends 
well with a broad spectrum of topics. For instance, it can be used to: explore BIPOC hxstories; 
analyze current events; and discuss counternarratives. Also, teachers can adjust the degree of 
difficulty of the curriculum, based upon students’ abilities. Lastly, given that I am not currently a 
classroom teacher, I plan to disseminate the curriculum to middle school Social Studies teachers 
specifically, and other educational actors. By doing such, the goal is to actualize decolonial 
pedagogical praxes into mainstream schools, especially given the gap at the middle school level.   
Development 
 
8 All user(s) can edit the entire project (curriculum guide; curriculum; and instructional materials). The full 
curriculum is created via Google Drive. User(s) simply copy and paste the original work into their own source area 




Like all projects, they remain incomplete and can be improved upon. Hence, within this 
section four growth areas are reviewed in hopes of refinement. These four areas are: language 
scaffolding, varied-ability orientated, dissemination; and aesthetic design. For those who 
improve the project, they are named ‘refiners’ in this section. First, the curriculum can be 
scaffolded better for English language learners. Given that the curriculum contains many 
readings and videos, it can overwhelm new English learners, as complex topics are discussed. To 
resolve this, refiners can give support material that is in the learner’s language for written text 
and put subtitles on for videos. Additionally, refiners can preview material, speak slower, and 
create an overall culture that values multiple languages. Second, scaffolding also applies to 
varied-ability learners. This means based upon the leaner’s abilities and challenges, refiners can 
adjust accordingly. For instance, for learners who struggle with reading, they can receive a 
vocabulary list of difficult words and/or concept related to the lesson. Third, the entire 
dissemination process can be developed farther, as there is not a strategic plan set in place to do 
such. As of now, I will do simple outreach to various actors in hopes that it will be utilized. Yet, 
refiners can implement a more efficient outreach model. Fourth, the aesthetic design of the 
PowerPoint can be developed so it is more attractive to learners, as the presentation is a simple 
framework that parallels with the curriculum. Hence, refiners can color the PowerPoint into a 
dynamic virtual space for learners. In full, the hope is for refiners to make the curriculum more 
relevant, relational, and meaningful to learners personal and collective growth.  
To close this final chapter, and this project, the words of Sandy Grande (2004) beautifully 
encapsulate my relations with this project, its purposes, and the spirit of collective liberation. I 
will let her words guide me into my next adventures:  
The hope is that such a pedagogy will help shape schools and processes of learning 
around the "decolonial imaginary." Within this fourth space of being, the dream is that 
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indigenous and nonindigenous peoples will work in solidarity to envision a way of life 
free of exploitation and replete with spirit. The invitation is for scholars, educators, and 
students to exercise critical consciousness at the same time they recognize that the world 
of knowledge far exceeds our ability to know. It beckons all of us to acknowledge that 
only the mountain commands reverence, the bird freedom of thought, and the land 
comprehension of time. With this spirit in mind, I proceed on my own journey to learn, to 
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Appendices A-E consist of the entire curriculum for this field project. It is divided into 
five sections as follows: appendix a) curriculum guide; appendix b) the twelve-day lesson plan; 
appendix c) Growcab; appendix d) intersectional wheel; and appendix e) the PowerPoint 
presentation9. Given the original work for these five sections has been transferred from a Google 
drive into this document, the format is not identical to the original work. Hence, to experience 
the curriculum in its full state, please click here, which brings users to the Google drive folder 
that houses these elements.10 This is highly suggested, as this is the original source of the field 
project.  
Curriculum Guide  
Curriculum guide on  
19th century  westward Colonization: 
A decolonial curriculum for us 
 
Land reciprocity: this project was created predominantly on Lisjan 
Ohlone peoples’ Land, colonially known as Oakland, California. To 
nurture, please click here.   
 
Objective: 
This work is an offering for learners to move with Land and strengthen 
personal and collective resilience, identity, and nurturity. Through a 
decolonial educational praxis, learners grow their knowledgescape 
through an intersectional lens where they can navigate coloniality by 
reading the past-present-and-yet-to-come. 
 
Background on curriculum: 
This curriculum is interactive, experiential, and learner-centered, so 
learners can understand their own personal and collective 
relationality to hxstory and its energetic spirit.  
 
 
9 Due to size and transferability, a link is provided to access the PowerPoint 




The curriculum is intended to be used as a complementary piece along 
with the California standards and framework for 8th grade U.S. social 
studies/hxstory, unit 8.8. Yet, other states, grades, and subjects can 
utilize this curriculum. Given how U.S. westward colonization impacts 
a variety of fields, this curriculum’s intersectional content is 
applicable to numerous topics. Further, it can be used ‘as is’. 
 
Across 12 days, 60 minutes per class, learners will explore the 19th 
century from a decolonial and intersectional perspective. The 
hxstorical knowledges told, center Black, Indigenous, and Peoples of 
Color (BIPOC). From this, learners evolve their critical thinking 
skills and gain a nuanced understanding of hxstory.  
 
At the start and end of each class (minus a Growcab share on the first 
day), a specific format is done throughout the unit. To start, 
learners share a specific vocabulary term from the vocabulary word 
bank--called Growcab--and explain how it, a) relates to the previous 
lesson’s material, and b) relates to the present day/and or yet-to-
come. With this, learners interrelate hxstory between the past-
present-and-yet-to-come.  
 
To close each class, learners meditate for 5 minutes and reflex upon 
the class, knowledge gained, self, and other realms which are relevant 
to themselves and Others.  
 
With a consistent start and end in each class, learners have dedicated 
time to reflex upon their personal and collective growth during this 
unit. As 8th graders, this is vital, as learners grow their 
intersectional identities. For BIPOC identities, this is even more 
critical, as conventional education does not hold space for them.  
 
Assignments: 
Learners have 5 opportunities to engage in the class, where 4/5 are 
encouraged to receive a solid grade (student participation; Growcab 
journal; and the final project). They are listed below. A key goal is 
to grow reading, writing, and personal reflexivity skills. 
 
● Student participation (30) 
○ Throughout the 12 day unit, students are graded on their 
participation. This includes and not limited to: 
■ Journal entries 
■ Note taking  
■ Group work 
■ Speaking with the class 




■ Eye contact with the speaker(s) 
● Growcab journal (20 points) 
○ After each class, choose 1 word from the Growcab word bank. 
Write about 2 topics: 
■ a) How the Growcab word relates to what you learned in 
the previous class (the class you just had) 
■ b) How the Growcab word relates to the present and/or 
yet-to-come 
■ E.g.  
● a) Settler futurity occurred during the 19th 
century as white colonizers exerted cultural and 
physical genocide of Indigenous peoples.  
● b) Settler futurity exists today, as we do not 
learn critically about the hxstories and cultures 
of BIPOC peoples from a contemporary perspective.  
■ The teacher shall review each learners’ journal 3 
times throughout the unit, so teachers can support 
learners. Teachers can decide the appropriate times to 
review entries based upon their class context. 
● Journal note taking (20) 
○ Learners take notes throughout each class on the various 
content taught (e.g. group work, read alouds, Growcab share 
outs, etc.). At the end of the unit, the teacher shall 
collect their journals, and review their notetaking. All 
languages are welcome. 
■ The teacher shall review each learners’ journal 3 
times throughout the unit, so teachers can support 
learners. Teachers can decide the appropriate times to 
review entries based upon their class context. This is 
done at the same time as the Growcab journal.  
○ Learners’ notetaking may be in the same journal as their 
Growcab journal 
● Final project (30) 
○ Learners share their journal with the class, discussing the 
relationship between Land, Indigenous peoples, colonization, 
enslavement, and hope  
○ Learners may choose another project/medium and ask the 
teacher 




○ Learners create a project that engages with 19th century 
westward colonization and the present. It can be turned in 
up to 3 weeks after the unit ends. Different mediums 
include: 
■ A book/essay/film/podcast/other artistic mediums  
■ A video 
■ A podcast 
























The Twelve-day Lesson Plan 
19th Century Westward Colonization: 
A decolonial curriculum for us 
 
Land reciprocity: this project was created predominantly on Lisjan 
Ohlone peoples’ Land, colonially known as Oakland, California. To 
nurture, please click here.   
 
Day 1: Land 
Objective: For learners to engage with Land and to understand the 
relationality between hxstory, Land, and society. Through the Growcab 
word bank, learners understand how to incorporate them in the past-
present-and-yet-to-come. 
 
● Mindful walk (22) 
○ Learners go outside and silently explore the Land (8)  
■ The teacher asks guiding questions/statements/comments 
about the physical Land, its relationship to learners, 
and other inquiries that centers Land. E.g.: 
● What do you notice about the Land? 
● What textures, colors, patterns, hues, etc. do 
you see/feel? 
● What scents are present? 
● What do your feet feel like? 
● When’s the last time you’ve been outside just 
observing?  
● Who has lived on this Land? 
● What happened here 200 years ago? 
● Have you ever stepped here before? 
● Has your family been here before?  
● In the next 25 years, what will this Land be? 
● Have we cared for the Land? 
● Has the Land cared for us? 
○ Discuss mindful walk (14) 
■ Journal (6) 
● Learners gather in a circle and the teacher gives 




○ What the Growcab journal is 
○ How it can be used to take your notes 
throughout the unit if desired 
○ Then transition to what learners will 
journal about below 
● Learners journal about what: 
○ Is my relationship to this Land?  
○ Did I observe physically? 
○ Did I feel? 
○ Is the past/present/and yet-to-come of this 
Land? 
○ Students can also draw to express their 
experience 
■ Share (8) 
● Learners share their experience  
● Introduce the unit (10) 
○ Discuss what will be covered in this unit (6) 
■ This unit centers BIPOC communities, and typically 
forgotten and invisiblized hxstories 
■ 19th century United States (U.S) hxstory with 
relations between the past, present, and yet-to-come 
● Place emphasis on the present and yet-to-come, as 
learners can grasp the importance of hxstory as a 
living and constantly evolving experience  
● This unit explores U.S. western colonization, as 
it expanded: physical and cultural genocide of 
Indigenous peoples; the enslavement of Black 
peoples; and how the U.S gained immense tracts of 
land from Mexico  
● The hxstories highlighted in this unit describe 
cultures and peoples that resisted the oppressive 
acts of U.S. colonization during the ‘western 
frontier’ era. It breaks down the traditional 
white-centered narrative of ‘cowboys and indians’ 
and the rugged frontier life. Instead, this unit 
adds nuances, complexities, and underscores 
difficult realities that peoples endured in the 
19th century.  






● Learner participation 
● Growcab 
● Note taking 
● Final project 
● Extra credit 
○ After each class, learners will choose 1 of 
the 10 words to journal about. They will 
explain how the term relates to what they 
learned in class that day and how it 
relates to the present and/or yet-to-come. 
Learners can include photos, URL links, 
drawings, poems, etc. Learners may discuss 
with the teacher about other forms they 
would like to use.  
○ At the beginning of each class, a few 
learners will share their journal entries 
○ A 5 minute meditation will close each 
class, so all can reflex 
● Introduce and review Growcab (23) 
● Meditation (5) 
○ What does the Land give you? What do you give the Land? 
○ Whose Land was this 200 years ago?  
 
Day 2: Andrew Jackson and coloniality  
Objective: For learners to explore the intersectional presidency of 
Andrew Jackson and his relationship with western colonization, 
displacement, and exploitation.  
 
● Growcab share out (2) 
● Andrew Jackson background info (15) 
○ Learners watch video and take notes (15) 
■ Teacher pauses at certain moments and references 
questions on the PowerPoint. Learners utilize their 
intersectional wheels. 
● Who could vote for president Andrew Jackson? 
○ Pull up voting rights timeline 
● When did Andrew Jackson first run for president? 
● What was the corrupt bargain? 
● Who counts as the ‘common man’?  




● What was the dominant religion? 
● What is the spoils system? 
● What happened during the nullification crisis? 
● Indigenous peoples 
○ Why did white American tummies ‘grumble for 
Indian land’? 
○ What did the supreme court rule? 
○ Did Andrew Jackson listen to the supreme 
court ruling?  
● Bank war 
○ Who rules legislation unconstitutional? 
● Read aloud: Andrew Jackson (18) 
○ Read article as a class and break down (12)  
■ As the teacher reads, 1 student uses a pointer/laser 
to follow along with the story 
■ Highlight manifest destiny, white supremacy, Land vs. 
land, and settler futurity 
● Before whites intruded, who resided in the South? 
● What is hxstorical memory? 
● What is matrilineal descent? 
● Teacher comments on the population of Cahokia vs. 
Philadelphia in the 1760s. 
● Who opposed 'Indian Removal'? 
● Teacher comments on white supremacist ideaology, 
and its interelations with 'Indian Removal' and 
slavery 
● Emphasize Peter Pichlynn  
● Emphasize African American growth, slavery, and 
cotton 
○ Post-read discussion (6) 
■ What was the relationship between the Indian Removal 
Act, Indigenous peoples, and slavery in the South? 
■ What did you think about the South before?  
■ Now what do you think about the South? 
■ Whose stories do you want to hear more about? 
● Collective unearthing (20) 
○ Learners break out in 6 groups. Each group is given an 
article which they read and take notes on. Learners take 
turns reading aloud, while others take notes. Once finished, 
learners discuss the content with one another. Since two 
people will present the next class, learners discuss which 
two shall present. 
■ Time: 13 minutes reading, and 7 minutes discussing 




■ Questions (same for all groups): 
● What event is happening in the article? 
● Who does the article center? 
● Is power being challenged? If so, by who? 
● Is coloniality present? If so, in what actions? 
● How do you feel after reading the article? 
● What impacts you the most? 
● Is this relevant to today? If so, how? 
■ Groups 
● Manifest Destiny 
● Slavery and the west 
● National bank 
● Colonized land I (read paragraphs 1-7) 
● Colonized land II (read paragraphs 1, 7-end) 
● Spoils system  
○ Read only first section on spoils system  
○ Read  
● Meditation (5) 
○ Where do you feel safe? 
○ What does home mean to you? 
○ How can we share Land? 
 
Day 3: Andrew Jackson and coloniality continued  
Objective: For learners to grow their collaborative skills and public 
speaking communication on a critical topic. 
 
● Growcab share out (2) 
● Group share (40) 
○ Re-collect thoughts (10) 
■ Group reviews material and supports presenters 
○ Learners present (30)  
■ Audience takes notes 
● Reflex as large group (13) 
○ Teacher facilitates conversation about group projects 
■ Guiding questions 
● What was interesting to learn about from other 
groups? 
● What surprised you about Andrew Jackson? 
● How do you think Indigenous people felt during 
this time period? 
● What is the relationship between enslaved peoples 
and Indigenous peoples? 
● Did Andrew Jackson secure settler futurity? 
● Today, how do Indigenous peoples resist past 
exploitative and genocidal acts? 




a supreme court ruling? 
● What are the pros and cons of a two party system? 
● How can America bring justice and equity to past 
violent practices? 
● Meditation (5)  
○ How can you bring change to our 
school/district/region/state/country/world? 
 
Day 4: Land vs. land  
Objective: Learners gain the knowledge of: Indigenous people’s 
perspective on the Indian Removal Act; and Indigenous resistance and 
resilience.  
 
● Growcab share out (2) 
● The “Indian Problem” video (13) 
○ Learners draw while they listen  
● Post discussion (13) 
○ Learners share their drawings 
○ Teacher facilitates discussion  
■ Whose communities, Land, and home was here before 
colonization? 
■ Who lost their Land?  
■ Who gained land? 
■ Review the difference between land and Land  
● Land: reciprocating and relational with Others, 
dynamic, revered, understood, and multifaceted 
● land: exploitative, for human consumption, human 
induced imbalance, and displacement 
■ Who is responsible for the physical and cultural 
genocide of Indigenous peoples in the U.S.? 
● Should they be held accountable? 
● How can they be held accountable? 
● Today, how can we foster a holistic and healthy 
relationship between Indigenous and non-
indigenous peoples in the U.S.? 
■ How would you feel if the president of the United 
States told you to leave your home? 
■ What ways can we honor Land, people, and the future? 
● Resistance to the Indian Removal Act (27) 
○ Learners and teachers explore the different interactive 
tools on the Smithsonian website  
■ This webpage houses various modules on Indigenous 
peoples hxstory during the 19th century in relation to 
the Indian Removal Act. The teacher can choose what 
material to focus on. This curriculum suggests: 




facts page, and examine the Removal map. Learners take 
notes throughout this exploration. 
■ Begin section in sequential order below: 
● Introduction on Indian Removal (click on 
introduction video) 
● Resistance and resilience  
● Map (click on removal map) 
● Read aloud facts 
● Review present map  
○ (Not a Smithsonian map) 
○ Learners choose what areas to look up and 
view Indigenous territory  
● Meditation (5) 
○ Learner chooses the topic 
 
Day 5: Interrelations: Indigenous and enslaved peoples  
Objective: Learners examine and analyze the interrelationship between 
Indigenous peoples, enslaved peoples, and westward colonization.  
 
● Growcab share out (2) 
● Read aloud: Slavery and the west (30) 
○ Teacher reads and asks reflexive questions while reading 
○ As teacher reads, learner(s) use pointer/laser to follow 
along  
○ Other learners take notes  
● Indigenous reparations (23) 
○ Watch video on Indigenous reparations  
■ Learners take notes 
○ Discuss video (8) 
■ What knowledge did you gain from Indigenous peoples 
about reparations? 
■ Do you think it is possible to have reparations? 
■ What does reparations look like for Black peoples in 
the U.S.? 
● Meditation (5) 
○ Learner chooses 
 
Day 6: Intersectionality and the West 
Objective: Learners gain knowledge about intersectional identities in 
the west by centering hxstories about BIPOC peoples and exploring the 
gender spectrum.  
 
● Growcab share out (2) 
● Gender concepts (10) 




■ Teacher asks students to name a few 
activities/items/etc. they love 
■ Teacher breaks down if a girl/boy can/can’t do those 
things 
■ Breaks down why it’s important to not box people in 
based upon genders 
■ Gender spectrum and intersectional wheel utilized to 
review the wide variety of identities that exist 
● Read aloud: Women and colonization (12) 
○ Teacher asks what images come to mind when thinking about 
‘the western frontier’ 
■ Race, age, clothes, accent, etc. 
○ Teacher reads aloud Women and the Myth of the American West 
■ Teacher pauses at certain points to discuss the 
intersectional components of the west 
■ After read aloud, teacher asks learners what they now 
think about ‘the west’ 
● Life perspective (23) 
○ Learners pair up and are given information about a specific 
person during the 19th century. They read the content, 
discuss, and then create a poem that describes one key 
element about their lives. 
■ Johanna July  
■ Charley Parkhurst  
■ Lozen  
● Watch video too  
■ Cowboys 
■ Woman Chief 
● Read only section on Woman Chief  
■ Kwilqs 
● Read only section on Kwilqs 
■ Kaúxuma Núpika  
● Read only section on Kaúxuma Núpika 
■ Freedmen 
● Poem share (8) 
○ Learners get into larger groups and share their poems 
○ Groups can have multiple stories of the same person yet must 
have all 8 different stories  
● Meditation (5) 





Day 7: Water 
Objective: Learners expand their knowledge about the relationship 
between water and peoples through an Indigenous perspective via the 
Onk Akimel O’odham and Xalychidom Piipaash peoples, Nibi walkers, and 
We Are Water Protectors book. 
 
● Growcab share out (2) 
● Group fun: The Onk Akimel O’odham and Xalychidom Piipaash peoples 
(20) 
○ Introduction video (3) 
○ Learners engage with a water community located in present 
day Arizona 
○ Get into groups of 5, take notes, and discuss about the 
topic given (below are the different topics) 
■ 1 learner presents to class  
○ Groups of 5 (12) 
■ Overview  
■ Early hxstory  
■ Post-contact hxstory 
■ Deep dive: Onk Akimel O’odham 
■ Deep dive: Xalychidom Piipash  
○ 1 learner presents (5) 
● Gila River and Nibi walkers (23) 
○ Watch film (19) 
■ Learners answer questions: 
● What is the importance of walking? 
● Why are they walking? 
● Have you walked for something you loved before? 
● Could you walk for water? 
○ Discuss film (4) 
■ Let learner(s) facilitate the discussion  
● Water Protectors book (10) 
○ Watch video (6) 
■ Learners take notes while they watch 
○ Post discussion (4) 
■ Discuss relationality between/with Land, more-than-
human species, and reciprocity 
● Meditation (5) 





Day 8: Mexican freedom, then, Texas freedom 
Objective: Learners analyze the evolution of the southwest and land 
conquest via Spain, Mexico, and the U.S. Also, learners develop a 
critical comprehension of how Texas strategically acted to maintain 
and sustain slavery. 
 
● Growcab (2) 
● Indigenous peoples of Texas (13) 
○ Look at the map and read about the different tribes  
○ Discuss land grants under colonial Spanish rule and its 
continuance under Mexican rule (Mexican independence 1821) 
(7) 
● Read aloud: When Mexico Was Flooded By Immigrants (15) 
○ Teacher reads article to class 
○ Article emplaces learners within the Mexican paradigm during 
the 19th century when white colonizers intruded their 
territory. The article introduces the Mexican freedom route. 
○ Have learners notice how the land is shifting  
● Texas Revolution (25) 
○ Read aloud: How Leaders of the Texas Revolution Fought to 
Preserve Slavery (20) 
■ Read article  
■ Article discusses Texas independence and its systemic 
goal to preserve the institution of slavery  
■ Learners take notes while teacher reads (learners can 
voluntarily read too) 
○ Watch video on Texas revolution and slavery (5) 
● Meditation (5) 
○ Learner chooses  
 
Day 9: Mexican-American war  
Objective: For learners to explore the positionality of Apache’s and 
their resistance towards both Mexico and the U.S. Further, learners 
analyze how the southwest formed to become present day territory of 
the U.S.  
 
● Growcab (2) 
● Read aloud: Apache resilience (20) 




○ Teacher comments on how Indigenous peoples were caught 
amidst a border-conflict between powerful actors, Mexico and 
the U.S., and how they resisted  
● Mexican-American border video (25) 
○ Watch video (14) 
○ Learners take notes  
○ Teacher posts questions: 
■ What are the key events that led to the war? 
■ Who were key actors? 
■ Who won? 
■ What impact does this have on us today? 
○ Discuss questions (11) 
● American land grab (8) 
○ Watch land grab evolution map video (3) 
○  Discuss video  
■ How land was taken during the 19th century  
■ Return to themes of Land vs. land, exploitation, and 
settler futurity  
■ Incorporate Growcab words  
● Meditation (5) 
○ Learner chooses topic  
 
Day 10: Freedom to Mexico 
Objective: Learners explore the Mexican southern route to freedom and 
reflex upon how hxstory continually unfolds.  
 
● Growcab (2) 
● Introduce the Mexican freedom route (15) 
○ Play NPR clip (14) 
■ Learners take notes while listening 
○ Briefly discuss and explain how learners will get into small 
groups and watch a segment of a video on the route (1) 
● Just a Ferry Ride to Freedom (38) 
○ Learners are divided into 5 groups and watch a segment of 
the video on the southern freedom route. They take notes 
while watching. Then, learners collectively discuss what 
they learned, and plan how they will present their newfound 
knowledge.  
○ Learners watch clip, take notes, and discuss after (26) 









○ learner(s) presents (12) 
● Meditation (5) 
○ Learner chooses  
 
Day 11: Interrelations  
Objective: Learners discuss the unit’s interconnectedness between 
Land, colonization, displacement, justice, and futurity.  
 
● Growcab (2) 
● Think, pair, share (15) 
○ Find a partner in the room who's wearing the same colored 
shoes as you/apparel/etc.  
○ Discuss with them about this unit and answer these questions 
(as many as you can go through): 
■ What did you think about the mindful walk? 
■ What was different about this unit? 
■ Did this unit have an impact on your understanding 
with Land? 
■ How did Andrew Jackson navigate during the 19th 
century? 
■ What knowledge can you learn from Indigenous peoples 
who were/are displaced? 
■ What life perspective did you enjoy the most? 
■ What is the importance of water? 
■ What practice can you incorporate into your life from 
the Onk Akimel O’odham and Xalychidom Piipaash 
peoples? 
■ How do you now think about the relationship between 
Mexico and the U.S.? 
■ How can we be in relation and in solidarity with our 
Indigenous neighbors? 
■ Have you shifted and/or expanded your thinking about 
gender? 
● Group share (20) 




○ Watch video 
● Preview tomorrow’s presentation plans (2) 
○ 1:30/2 minutes per presenter 
● Watch Native Lens (6) 
○ Let learners choose which video(s) to watch (click watch 
stories on right side panel, or scroll down the page) 
○ These are recent stories of various Indigenous peoples 
through PBS 
● Meditation (5) 
○ Learner chooses 
 
Day 12: Learner knowledgescapes 
Objective: For learners to share their knowledgescape with the class 
and grow their critical thinking skills.  
 
● Growcab (2) 
● Presentation (48) 
○ 2 minutes per learner 
■ For bigger classes, 1:30 minute per learner 
● Native Lens (5) 
○ Let learners choose which video(s) to watch  
● Meditation (5) 
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The words that keep us growing 
 
Agency: the ability to act independently and make free choices; the 
ability to make conscious decisions for oneself1112 
 
Collective liberation: an active engagement with the human and more-
than-human world, that brings reciprocity, nurturity, and love to 
recreate societes founded on equity, justice, and peace when then 
dismantle oppressive systems and cultures 
 
Coloniality: the reproduction of western-white-centric systems of 
power by institutions, norms, values, and worldviews founded on 
individuation, exploitation, and consumption; it exists at the micro, 
mezzo, and macro levels 
 
Decolonization: the active resistance against colonial powers, and a 
shifting of power towards political, economic, educational, cultural, 
psychic independence and power that originate from a colonized 
nation’s own indigenous culture. This process occurs politically and 
also applies to personal and societal psychic, cultural, political, 
agricultural, and educational deconstruction of colonial oppression. 
  
Per Eve Tuck and K. Wayne Yang: “Decolonization doesn’t have a 
synonym”; it is not a substitute for ‘human rights’ or ‘social 
justice’, though undoubtedly, they are connected in various ways. 
Decolonization demands an Indigenous framework and a centering of 
Indigenous land, Indigenous sovereignty, and Indigenous ways of 
thinking.13 
 
Equity: the situation in which all people or groups are given access 
to the correct number and types of resources for them so as to achieve 
equal results; differs from equality, which focuses on the equal 
 
11
 All italicized words are from other sources. Each is given a footnote and the full 
reference page is provided at the end of the Growcab document 
12
 See From Project Change and The Center for Assessment and Policy Development  
13




distribution of resources rather than equal results14; play video on 
equity vs. equality  
 
Exploitation: Intentionally and/or unintentionally exerting harmful 
actions onto individuals, groups, organizations, races, genders, and 
non/a-genders. The person, group, and/or system exerting violent power 
over others can gain more power by doing such. 
E.g.: Employees are exploited by employers, as they are not paid 
equitable wages and have no health insurance. Employers gain more 
money by not providing employees with a liveable wage/salary to cover 
basic necessities. 
 
Land: With this understanding in mind, Land is more than the 
diaphanousness of inhabited memories; Land is spiritual, emotional, 
and relational; Land is experiential, (re)membered, and storied; Land 
is consciousness—Land is sentient (see also Styres, 2017, p. 93). Land 
refers to the ways we honor and respect her as a sentient and 
conscious being. Therefore, in acknowledgment of the fundamental being 
of Land I always capitalize Land.15 
 
land: The lowercase ‘l’ in land denotes the exploitative-western style 
of relating to Land, where it is viewed as an object for human 
consumption, exploitation, and devoid of spirit.  
 
Racialization: Racialization is the very complex and contradictory 
process through which groups come to be designated as being of a 
particular “race” and on that basis subjected to differential and/or 
unequal treatment. Put simply, “racialization [is] the process of 
manufacturing and utilizing the notion of race in any capacity” 
(Dalal, 2002, p. 27). While white people are also racialized, this 
process is often rendered invisible or normative to those designated 
as white. As a result, white people may not see themselves as part of 
a race but still maintain the authority to name and racialize 
“others.”16 
 
Rematriate: to restore a people to their rightful place in sacred 
relationship with their ancestral land.17 
 
Settler futurity: A linear relationship with the future that engages 
in the erasure, eradication, and confinement of Indigenous peoples in 
 
14
 See Department of Inclusion & Multicultural Engagement Lewis & Clark College (2014) 
15
 See Styres (2019) 
16
 See From Project Change and The Center for Assessment and Policy Development 
17




order to sustain and perpetuate settler epistemologies and domination 
over Indigenous Land. 
 
white supremacy: The idea (ideology) that white people and the ideas, 
thoughts, beliefs, and actions of white people are superior to People 
of Color and their ideas, thoughts, beliefs, and actions. While most 
people associate white supremacy with extremist groups like the Ku 
Klux Klan and the neo-Nazis, white supremacy is ever present in our 
institutional and cultural assumptions that assign value, morality, 
goodness, and humanity to the white group while casting people and 
communities of color as worthless (worth less), immoral, bad, and 
inhuman and “undeserving.” Drawing from critical race theory, the term 
“white supremacy” also refers to a political or socio-economic system 
where white people enjoy structural advantage and rights that other 
racial and ethnic groups do not, both at a collective and an 
individual level.18 
 
whiteness spectrum: The hierarchical ladder of white standards that 
leads towards social, financial, and cultural capital and mobility. 
The further one is away from this white standard, the more distant one 
can attain social, financial, and cultural capital and mobility. The 
further one is away from white standards, the more systematic 
oppressions exist against that identity. 
 
white standards: light features and pigmentation of the skin; 
heterosexual; gender and sex alignment; Christian; English speaking; 
straight hair; thin and small features; professional sounding; able 
bodied; and other markers. The farther one is away from these social 
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Please see the next page to view the intersectional wheel. Its original size was reduced, yet can 
only fit to view its closest representation in the size given. Moreover, please view the original 







Write down your 
intersectional 
notes on peoples, 
cultures, and 
hxstories on this 
document! See 















Fill out YOUR 
intersectional wheel 
however you like! See 










The Powerpoint Presentation 
Please click here to view the PowerPoint presentation.  
 
 
